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CHAPTER I
INTRODUCTION

Research conducted by Georgetown University as part of the National Foreign
Language Resource Center in 1990-1993 included two studies conducted with high school
foreign language teachers and their students. The first study, Methods for Teaching
Learning Strategies in the Foreign Language Classroom, investigated the feasibility
of integrating learning strategy instruction into beginning and intermediate level Russian
and Spanish classrooms. The second study, Assessment of Language Skills for
Instruction, assisted teachers and students of Japanese, Russian, and Spanish to
implement informal assessment activities in their classrooms.

Purposes of the Studies and Theoretical Background

The major purposes of the studies were to investigate leaming strategies
instruction appropriate for beginning and intermed:ate level high school foreign language
students, to develop instructional materials and informal assessments, and to describe the
impact of the instruction and assessment on students. In addressing these major purposes,
additional objectives included issues in professional development of teachers, design of
materials, student affect and self-efficacy, and teacher attitudes and teaching styles.

This work has built on an emerging interest in a cognitive perspective in second
and foreign language acquisition research. While cognitive learning theory has become
a well-established model for instruction in general education, the theory’s contributions

to the area of second langvage acquisition are relatively recent.




A theoretical model in second language acquisition is important as a basis for
explaining how a language is learned and how second and foreign languages can best be
taught. Moreover, for purposes of research on language learning processes, a theoretical
model should describe the role of strategic processes in learning. A cognitive theoretical
model of learning (e.g., Anderson, 1983; 1984; Gagné, 1985; Gagné, Yekovich, &
Yekovich, 1993; Shuell, 1986) accomplishes these objectives because the theory is general
enough to explain how learning takes place in a variety of simple and complex tasks, and
because cognitive theory provides important insights into second language acquisition
(McLaughlin, 1987; O’Malley & Chamot, 1990).

In cognitive theory, learning is seen as an active, constructivist process in which
leamers select and organize informational input, relate it to prior knowledge, retain what
is considered important, use the information aporopriately, and reflect on the outcomes
of their learning efforts (Gagné, 1985; Gagné, et al., 1993; Shuell, 1986). In this dynamic
view of learning, second language acquisition should be most successful when learners
are actively involved in directing their own learning in both classroom and non-classroom
settings. Second language learners would select from target language input, analyze
Janguage functions and forms perceived as important, think about their own leaming
efforts, anticipate the kinds of language demands they may encounter, and activate prior
knowledge and skills to apply to new language learning tasks. It is because of this
intricate set of mental processes that second language acquisition has been construed as

a complex cognitive skill (McLaughlin, 1987; O’Malley & Chamot, 1990).
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Literature Review

The intent of learner or learning strategy use is to facilitate learning (Weinstein
& Mayer, 1986), in contrast to communication strategies employed to negotiate meaning
in a conversational exchange (Tarone, 1980). However, many communication sStrategies
may serve as effective learning strategies when they are used to achieve a learning goal.
Cook (1991) points out that individuals use a number of these communication strategies
(such as substituting an approximate word or describing the function of a word that is
unknown or not immediately available) in native language communication, and that only
communication strategies that reflect knowledge of another language are unique to second
language interaction.

The research on strategic processes in second langgage acquisition has had two
main approaches. Much of the original second language strategies research focused on
identifying the characteristics of good language learners, and th:s strand of research on
uninstructed learner strategies has since expanded to include descriptions of strategy use
of less effective language learners. A second approach has been concerned with learning
strategies instruction, in which foreign and second language students have been taught
how to use learning strategies for a variety of language tasks. Leamner and learning
strategies may entail conceptual or affective processes (O’Malley & Chamot, 1990), or
a combination, and may also involve social interaction.

Early Research on the Gocd Language Leamer

The first descriptions of the characteristics of good language learners appeared in

the mid-1970s. Rubin (1975) suggested that the good language learner could be identified
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through special strategies used by more effective students. Stern (1975) identified a
number of learner characteristics and strategic techniques associated with good language
learners. These studies were followed by empirical work by Naiman, Frohlich, Stern, &
Todesco (1978) which pursued further the idea that learning strategies are an important
component of second language learning ability. Hosenfeld (1976) investigated learner
strategies through verbal reports or think-aloud protocols, and in a subsequent study
taught high school students of French explicit reading strategies (Hosenfeld, Arnold,
Kirchofer, Laciura, & Wilson, 1981). Cohen and Aphek (1981) collected anecdotal
reports from students on the associations they made while learning vocabulary, and found
that students who made associations remembered vocabulary words more effectively than
students who did not make associations.

Classification of Learner Strategies

Rubin (1981) conducted interviews with second language students and suggested
a classification scheme consisting of strategies that directly affect learning (e.g.,
monitoring, memorizing, deductive reasoning, and practice) and processes that contribute
indirectly to learning (creating opportunities for practice and production tricks). More
recently, others have analyzed the types of strategies used with different secord language
tasks based on interviews, observations, and questionnaires. Wenden (1987) focused on
describing students’ metacognitive knowledge and strategies that assist them in regulating
their own learning. QOxford (1986) developed the Strategy Inventory for Language
Learning (SILL), which incorporates more than 60 strategies culled from the 'iterature on

second language learning. The SILL is a 121-item Likert-type instrument which lists
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learning strategies identified in the literature, including cognitive strategies, compensation
strategies, metacognitive strategies, social strategies, and affective strategies. In a typical
recent study, the SILL was administered to 1200 university students studying various
foreign languages (Nyikos & Oxford, 1993). A factor analysis revealed that language
students may not use the strategies that research indicates would be most effective - such
as strategies that promote self-regulated learning and strategies that provide meaningful
practice in communication. This information is of great utility in Gesigning intervention
studies to teach effective strategy use.

In research conducted by O’Malley and Chamot and their colleagues, a broad
range of classroom and non-classroom tasks were analyzed in interviews on leaming
strategies with second language students (O’Malley & Chamot, 1990). The tasks
represented typical second language classroom activities such as vocabulary and grammar
exercises, following directions, listening for information, reading for comprehension,
writing, and piresenting oral reports, and also included language used in functional
contexts outside the classroom such as interacting at a party and applying for a job
(O’Malley, Chamot, Stewner-Manzanares, Kiipper, & Russo, 1985a). Tasks used for
think-aloud interviews included listening to and reading dialogues and stories as well as
science and social studies academic content materials (Chamot & Kiipper, 1989;
O’Malley, Chamot, & Kiipper, 1989). Participants in these interviews included students
enrolled in English as a second language and foreign language classrooms at high school

and university levels.

13




6

The classification system that seemed best to capture the nature of learner strategies
reported by students in these studies was based on the distinction in cognitive psychology
between metacognitive and cognitive strategies together with a third category for
social/affective strategies (Chamot & Kiipper, 1989; O’Malley, Ci.umot, Stewner-
Manzanares, Kiipper, & and Russo, 1985a; O’Malley, Chamot, & Kiipper, 1989). This
wripartite classification scheme, developed initially with ESL students (O’Malley et al,,
1985a), was later validated with foreign language learners, including students of Russian,
Spanish, and Japanese in the United States (Barnhardt, 1992; Chamot and Kiipper, 1989;
Omori, 1992), English as a foreign language students in Brazil (Absy, 1992; Lott-Lage,
1993), and students of French in Canada (Vandergrift, 1992). Examples of strategies in
each of these categories are: metacognitive strategies for planning, monitoring, and
evaluating a learaing task; cognitive strategies for elaboration, grouping, inferencing, and
summarizing the information to be understood and learned; and social/affective strategies
for questioning, cooperating, and self-talk to assist in the learning process. Table 1
provides examples of strategies in each of these categories.

Additional individual strategies have been suggested (e.g., Cohen, 1990; Oxford,
1992; Rost & Ross, 1991), in particular communication strategies used in social contexts.
Interactive strategies for expressing apologies (Cohen, 1990), types of clarification
questions used at different levels of proficiency (Rost & Ross, 1991), and other
conversational strategies (Chamot, Kiipper, Thompson, Barrueta, & Toth, 1990; Oxford,

1990) can in general be classified in the category of social/affective strategies.




Table 1. Definitions of Key Learning Strategies

Metacognitive Strategies: These are strategies that involve thinking about the learning process, planning for
leaming, monitoring the learning task, and evaluating how well one has learned.

Planning

Directed Attention

Selective Attention

Self-Monitoring

Problem Identification

Self-Evaluation

Previewing the organizing concept or principle of an anticipated leaming
task; proposing strategies for handling an upcoming task; generating a
plan for the parts, sequence, main ideas, or language functions to be
used in handling a task.

Deciding in advance to pay attention to a lear:ing activity and to ignore
distractions.

Deciding to pay attention to specific aspects of a language listening or
reading activity.

Checking, verifying, or comecting one’s comprehension or performance
in the course of a language task.

Explicitly identifying the central point needing resolution in a task, or
identifying an aspect of the task that hinders its successful completion.

Checking the outcomes of one’s own language comprehension or
production against an internal measure of completeness and accuracy.

Cognitive Strategies: These are strategies that involve interacting with the material to be learned,
manipulating the material physically or mentally, or applying specific technique to the language leaming task.

Deduction/Induction

Elaboration

Grouping

Inferencing

Note-taking

Substitution

Summarization

Consciously applying leamned or self-developed rules to produce or
understand the target language.

Relating new information to prior knowledge; relating different parts of
new information to each other; making meaningful personal associations
to the information presented.

Ordering, classifying, or labeling material used in a language task based
on common attribuies; recalling information based on grouping
previously done.

Using available information to: guess the meanings or usage of
unfamiliar language items; predict outcomes; or complete missing
information.

Writing down key words and concepts in abbreviated verbal, graphic, or
numerical form to assist performance of a language task.

Selecting alternative approaches, revised plans, or different words or
phrases to accomplish a language task.

Making a written, oral, or mental summary of language and information
presented.

b b
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Social-Affective Strategies: These are strategies that involve interacting with another person to assist
learning, or using affective control to assist a learning task.

Cooperation Working together with peers to solve a problem, pool information,
check a leamning task, model a language activity, or get feedback on oral
or written performance.

Questioning Asking for explanation, verification, rephrasing, or examples about the
material; asking for understanding of what has been said to you without
committing yourself to a response immediately

Self-Talk Reducing anxiety by using mental techniques that make one feel
competent to complete the leamning task.

Drawn from Chamot, Kiipper, & Impink-Hemandez (1988)

Strategic Differences between Effective and Less Effective Language Learners

Most descriptive studies of language learning strategies have focused on the
strategies of good language learners, while only a few studies have investigated the
strategies of less effective language learners. Unsuccessful language leamers are not
necessarily unaware of strategies, but are less able to determine the appropriateness of a
strategy for a specific task and may have a narrower range of strategies. More effective
students appear to use a greater variety of strategies and use them more appropriately than
less effective students.

A study of successful and unsuccessful ESL students in a university intensive
English program revealed that unsuccessful learners did use strategies, but used them
differently from their more successful classmates (Abraham & Vann, 1987; Vann &
Abraham, 1990). While some of the unsuccessful language learners in the study used

about as many strategies of the same type as the more successful leamers, good language
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leamners were more adept at matching strategies to task demands. A further analysis of
the task demands revealed that tasks were approached differently depending on leamer
characteristics, such as level of risk-taking, concemn with accuracy, or concern with
meaning. The conclusion reached was that unsuccessful language learners are not
inactive, as had often been previously assumed, but seem to lack the metacognitive
knowledge about the task that would allow them to select more appropriate strategies.
Another ESL study which investigated differences between effective and less
effective language leamners focused on listening comprehension (O’Malley, Chamot, &
Kiipper, 1989). Think-aloud interviews were conducted with high school students as they
were listening to brief academic presentations in English. Statistical analysis of the
strategies used for the listening tasks revealed significant differences in strategy use
between effective and less effective listeners in three major areas. Effective lisieners used
comprehension monitoring, association of new information to prior knowiedge, and
making inferences about unknown words or information significantly more often than less
effective listeners. A qualitative analysis of the think-aloud interviews revealed
differences between effective and less effective students in their approaches to different
stages of the listening task. At the initial stage, less effective listeners were not able to
focus their attention on the input as well as effective listeners. Later, less effective
students parsed meaning on a word by word basis, and did not attempt to infer meanings
of unfamiliar items. Finally, the less effective listeners did not use elaboration, or
association of new information to prior knowledge, as a way to assist comprehension or

recall of the listening passage. The failure of less effective listeners to use appropriate
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strategies for different phases of listening appeared to be related to a lack of
metacognitive understanding of the task demands and of appropriate strategies to use.
In similar research with high school foreign language students, group interviews and
individual think-aloud interviews were conducted for a variety of foreign language tasks,
including listening, reading, grammar cloze, role-playing, and writing. Differences
between more and less effective learners were found in the number and range of strategies
used, in how the strategies were used, and in whether they were appropriate for the task
and individual students’ understanding of the task (Chamot, O’Malley, Kiipper, & Impink-
Hemandez, 1987; Chamot, Kiipper, & Impink-Hernandez, 1988a; b). This study found
that the type of task was a major determiner of what strategy or strategies were used most
effectively for different types of students. For example, some strategies used by
beginning level effective language learners were used less often by the same learners
when they reached intermediate level classes, where they developed new strategies to
meet the requirements of new tasks. In contrast to less effective foreign language
students, effective students applied metacognitive knowledge and strategies to language
tasks by planning their approach to the task and monitoring their comprehension and
production for overall meaningfulness, rather than for word by word translation. They
also appeared to be aware of the value of their prior linguistic and general knowledge and
used this knowledge to assist them in completing the tasks.
Conclusions about strategic differences between more and less successful language
learners suggest that explicit metacognitive knowledge about task characteristics and

appropriate strategies for task solution is a major determiner of language learning
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effectiveness. In their unawareness of task demands and lack of metacognitive knowledge
about selecting strategies, less effective language learners seem to fall back on a largely
implicit approach to learning in which they use habitual or preferred strategies without
analyzing the requirements of the particular task.

Learning Strategies and Motivation

Motivation plays an important role in all types of learning, including language
learning. Highly motivated students work hard, persevere in the face of difficulties, and
find satisfaction in the successful accomplishment of a learning task. Strategies have been
linked to motivation and particularly to a sense of self-efficacy leading to expectations
of successful learning (Zimmerman & Pons, 1986). The development of an individual’s
self-efficacy, or level of confidence in successfully completing a task is closely associated
with effective use of learning strategies (Zimmerman, 1990). Self-efficacy is at the root
of self-esteem, motivation, and self-regulation (Bandura, 1992). Self-efficacious learners
feel confident about solving a problem because they have developed an approach to
problem solving that has worked in the past. They attribute their success mainly to their
own efforts and strategies, they believe that their own abilities will improve as they learn
more, and they recognize that errors are a part of learning. Students with low self-
efficacy, on the other hand, believe themselves to have inherent low ability, they choose
less demanding tasks on which they will make few eiiors, and they do not try hard
because they believe that any effort will reveal their own lack of ability (Bandura, 1992).

Having access to appropriate strategies should lead students to higher expectations

of learning success, a crucial component of motivation. An important aspect in viewing




12

oneself as a successtul learner is self-control over strategy use. This type of self-control
can be enhanced if strategy instruction is combined with metacognitive awareness of the
relationship between strategy use and learning outcomes. Students with greater
metacognitive awareness understand the similarity between a new learning task and
previous tasks, know the strategies required for successtul problem solving or leaming,
and anticipate that e'mploying these strategies will lead to success (Paris & Winograd,
1990).

Learning Strategies and Alternative Assessment

A major emerging goal in American education in general is the improvement of
students’ thinking and ability to apply what is learned in school to situations outside of
school, yet standardized tests do not capture this aspect of a cognitive perspective on
learning; innovations in educational approaches which promote critical thinking are not
reflected in standardized test gains (Paris, Lawton, & Tumer, 1992). Foreign language
standardized testing has a long history of attempting to isolate discrete language skills,
such as phonemic contrasts or syntax, and avoiding integrative approaches to testing
(Oller, 1992). More recently, integrative language tasks have been incorporated into
communicative language teaching. In other areas of education informal or alternative
assessment measures are being developed, tested, and adopted by school districts across
the country (French, 1992), and the assessment of higher order thinking skills is an
important objective in the alternative assessment movement (Linn, 1991). A number of
instruments have been developed to reveal students’ reading strategies, critical thinking

skills in social studies, metacognition, and cognitive strategies (Linn, 1991). In
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addition, multiple measures of student progress, including teacher ratings, self-evaluations,
and work samples, are recommended by educators concerned with increasing the quality
of thinking and learning achieved by students (Paris, Lawton, & Turner, 1992). However,
assessment measures which provide insights into students’ thinking, their learning
strategies, their self-confidence as leamgrs, and their ability to accurately evaluate fheir
own learning progress are lacking in foreign language education.

Can Strategi~s Be Taught?

This section reviews research in both first and second language contexts that
provides insights into two questions: (1) If good language learners use strategies
differently than less effective language learners, can teachers help less effective language
leamers improve through instruction in learning strategies? and (2) If so, how should
strategies instruction be implemented?

While empirical verification that strategies instruction has a positive effect on
second language learning is beginning to appear, considerable evidence for the positive
effects of strategies intervention has already been found in first language learning
instructional contexts. Extensive research has verified the influence of strategies with a
variety of first language complex tasks and different types of learners. For example,
instruction in reading strategies has significantly improved the reading comprehension of
poor readers (Gagné, 1985; Gagné et al., 1993; Garner, 1987; Palincsar & Brown, 1986;
Palincsar & Klenk, 1992; Pressley, El-Dinary, & Brown, 1992) and instruction in problem
solving strategies has had a positive effect on student mathematics achievement

(Carpenter, Fennema, Peterson, Chiang, & Loef, 1989; Pressley & Associates, 1990;
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Silver & Marshall, 1990). Similarly, improvements in writing performance have been
reported in a series of studies in which learning disabled students were explicitly taught
strategies for planning, composing, and revising their writing (Harris & Graham, 1992).
This validation of learning strategy instruction has led to the development of instructional
models incorporating leaming strategies for content instruction (Bergman, 1992; Harris
& Graham, 1992; Jones & Idol, 1990; Jones, Palincsar, Ogle, & Carr, 1987; Snyder &
Pressley, 1990).

Although the cognitive instructional research in first language contexts has been
concemed with a broad range of complex learning tasks, until recently much second
language research on instructed learning strategies has focused mainly on vocabulary (e.g.,
Atkinson & Raugh, 1975; Ellis & Beaton, forthcoming; Pressley, Levin, Nakamura, Hope,
Bisbo, & Toye, 1980), with relatively few studies on strategies instruction for areas such
as text comprehension, interactive speaking, or written production.

In strategies research in second language acquisition, two types of studies have
provided empirical support for the link between strategies and learning in a second
language: correlational studies (Chamot, Dale, O’Malley, & Spanos, 1993; O’Malley,
1992; Padron & Waxman, 1988; Politzer & McGroarty, 1985) and experimental
interventions (Brown & Perry, 1991; O’Malley, Chamot, Stewner-Manzanares, Russo, &
Kiipper, 1985b; Ross & Rost, 1991; Rubin, Quinn, & Enos, 1988). Both types of studies
have produced support for the influence of strategies on second language leaming tasks.

In a study of ESL high school students, students were randomly assigned to 2

control group, a group receiving both metacognitive and cognitive strategies instruction,
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and a group receiving only cognitive strategies instruction. After two weeks of classroom
strategy instruction for about one hour daily, the posttest revealed significant differences
favcring the metacognitively-trained group for the transactional speaking task, and
significant differences on some of the daily listening comprehension tests (O’Malley et
al., 1985b).

A similarly designed study was conducted with Arabic-speaking students at a
university intensive English program, in which students received different types of
strategies instruction for vocabulary learning. On posttest, the group receiving a
combination of strategies designed to provide depth of processing through visual,
auditory, and semantic associations had a significantly higher rate of recall (Brown &
Perry, 1991).

A recent investigation of interactive strategies in discourse between native English
speakers and Japanese college students learning English was conducted in two phases,
descriptive and instructional (Rost & Ross, 1991). In the descriptive phase, the types of
clarification questions asked by Japanese students about a story presented either through
a video or live by a native English speaker were identified and categorized by high
proficiency or iow proficiency listeners. In the instructional phase, randomly assigned
groups of students received one of three different training videos on general or specific
questioning strategies. The results indicated that strategies used by higher proficiency
listeners could be taught successfully to lower proficiency listeners. This study lends
support to the teachability and effectiveness in terms of student learning of explicit

strategies instruction for communication strategies.
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An experimental study on the effects of different types of strategy training on
listening comprehension for high school Spanish students found some benefits of strategy
training, especially when the material was difficult for students (Rubin, Quinn, & Enos,
1988). An important conclusion of the study was that teachers need as much time to
understand and become proficient in teaching learning strategies as students do in
understanding and applying learning strategies. Further, the study suggested that teachers
should be involved in the design of learning strategy lessons.

In a recent study of upper elementary and secondary ESL students, comparisons
were made between students whose teachers had had extensive instruction and practice
in teaching learning strategies for reading and solving word problems, and students whose
teachers had not participated extensively in staff development for strategies instruction
(Chamot et al., 1993). Results indicated that the strategies group significantly
outperformed the non-strategies group in solving the problem correctly, using the correct
sequence of problem solving strategies, and using a greater number of metacognitive
strategies.

Summary of Literature Review

This review of research on learning strategies in second language acquisition and
related studies in first language contexts indicates that appropriate Strategies use is an
important factor that differentiates more and less effective language learners, and that
useful strategies are both teachable and learnable. The specific conditions which lead to

good strategy use are not yet completely understood in second language acquisition,
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though advances in effective strategies instruction in first language contexts indicates that
such instructional procedures have been identified.
Research Questions

The study of Methods for Teaching Learning Strategies in the Foreign
Language Classroom was designed to explore the introduction of learning strategy
instruction to beginning and intermediate level high school students of Russian and
Spanish. Teacher input and student motivation were considered important factors in the
ultimate success of learning strategy instruction. The research questions investigated were

as follows:

1. What are students’ perceptions of the language learning strategies instruction
they received?

2. Do students instructed in learning strategies apply the strategies independently
and do they continue to use them in subsequent levels of language study?

3.a. Do students who use the learning strategies show greater gains in larguage
proficiency and perceive themselves as more effective leamers than students
who do not use the strategies?

b. Do students instrucied to use the strategies show greater gains in language
proficiency and perceive themselves as more effective language learners than
students who were not instructed to use the strategies?

4. What are different approaches to teacher professional development for
implementing strategies instruction?
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The study of the Assessment of Language Skills for Instruction was designed
to implement procedures for informal assessment in high school foreign language
Japanese, Russian, and Spanish classrooms. The following research questions were

addressed:

1. Does periodic informal assessment of student learning by teachers enhance
teachers’ awareness of student progress?

2. Does periodic self-assessment and review of progress in language learning
contribute to a perceived sense of self-efficacy as a second language learner?

Overview of the Report

This initial chapter identified purposes of the studies at Georgetown University as
part of the National Foreign Language Resource Center, described the theoretical
background, reviewed literature on aspects of language learning strategies and informal
assessment, and stated the research questions investigated. Chapter II describes the
methodology employed, including the subjects, the instruments, data collection techniques,
and data analysis procedures. Since some of the instruments and subjects were used in
both Methods for Teaching Learning Strategies in the Foreign Language Classroom
and Assessment of Language Skills for Instruction studies, the methods for both studies
are described in this chapter.

Chapters I, IV, and V address research questions for the learning strategies study.
Chapter VI address research questions for the informal assessment study. Each of these
chapters identifies procedures and findings related to the research questions addressed and

discusses their significance.
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Chapter VII summarizes the findings of the interrelated studies and suggests
directions for future research in learning strategies and informal assessment for high
school foreign language education. Appendix A contains examples of instruments used
in each study. Appendix B contains learning strategies lessons and guidelines for

teachers.
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CHAPTER I

METHODOLOGY
Overview
This chapter includes descriptions of subjects, sites, instruments, and procedures for
the three languages: Spanish, Russian, and Japanese. The information for each section
is presented in sequential order according to the three years of project activities.
Subjects and Sites
The subjects were Spanish, Russian, and Japanese high school foreign language
teachers and their beginning and/or intermediate level students. The high schools were
located in the Washington, DC metropolitan area.  Table 2 on the following page

summarizes the total number of subjects for each language and year.

Year 1: 1990-1991

During the developmental and pilot testing phase of the study, four county school
districts and one private school were contacted for participation. One county school
district and the private school immediately agreed to involvement. The other three
counties required submission of formal proposals for research activities. Upon approval
of the proposals these three counties also indicated their willingness to participate.

Research staff contacted fourteen foreign language teachers and held individual
meetings with them at their respective schools to discuss the research issues. Nine

teachers made commitments to participate in the project during 1990-1991. Participants

included four Russian, two Japanese, and three Spanish teachers. Parental permissions

were obtained allowing all participating teachers’ first year students to participate.

O 28
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Table 2. Number of Students and Teachers

Teacher | Language 1990-1991 1991-1992 1991-1992 1992-1993 1992-1993
Pilottesting Treatment Control Treatment Control

A Russian 18 23

B Russian 51 26

Cc Russian 4

D Russian 19 62 31 31

E Japanese 6 22

F Japanese 8

G Spanish 72 25

H Spanish 64 26

I Spanish 28

J Spanish 20 20

K Spanish 23 17

L Spanish 28 22

M Spanish 22 23

Year 2: 1991-1992

Three of the school districts and the private school from year one continued

participation into 1991-1992. In one school district the participating Japanese and Russian

teachers cited time commitments and other personal reasons for leaving the project. The

other seven teachers--three Spanish, three Russian, and one Japanese--continued their

involvement. Two of the Russian and two of the Spanish teachers implemented language

learning strategies instruction with their first year language students. One Russian and

one Spanish teacher continued with their normal curriculum, using no language learning

strategies instruction. The assessment component of the project, utilizing teacher and

29
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student informal assessment instruments, included the Japanese teacher, one Russian
teacher, and one Spanish teacher. The Russian and Spanish teachers in the assessment
component were concurrently using language learning strategies instruction in their
classes.

Year 3: 1992-1993

Year 3 shifted focus to one school district in order to work at the intermediate
level with a single foreign language curriculum that was proficiency-based. The one
participating Russian teacher within this county had been involved with the study since
the first year, so the project was able to follow her two classes of Russian students from
the previous year into their second year of language study. Because student enrollment
is small at the higher levels, second-, third-, and fourth-year Russian sections were
combined into one class. Therefore, 26 of the Russian students had received language
learning strategies instruction in their first year, and 21 students were new to language
learning strategies instruction. One of th¢ multi-level classes received strategies
instruction during 1992-1993 and the other acted as the control.

Five additional Spanish teachers were recruited, all of whom taught two sections
of third year intermediate Spanish. Four of these teachers agreed to implement language
learning strategies instruction in one of their third year classes and to act as their own
control by using no language learning strategy instruction in the other class. The fifth
teacher taught strategies to both her intermediate level classes because one class was an
honors class and the other a "regular” and because she believed that the two were not

comparable. A total of ten third-year Spanish classes were involved.
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Development and Implementation of
Language Learning Strategies Instruction
Language learning strategies instruction was developed and implemented for both
Russian and Spanish classes in the study Methods for Teaching Learning Strategies in
the Foreign Language Classroom.

Phase 1: Tvpe of Strategy Instruction

Language learning strategies instruction was integrated by using the course
materials of each participating teache, or materials that were thematically related to course
topics, so that students could experience the strategies’ usefulness in relation to classroom
tasks. In addition, explicit strategy training was provided so that students were informed
of the purposes of the strategies and their appropriate uses.

Although strategies instructional materials varied between the two languages,
materials for both languages contained the following features:

1. Discussion of the similarities and differences between learning other school
subjects and learning the target language;

2. Explanation of the value and expected benefits of using language learning
Strategies;

3. Explicit strategies instruction by naming and defining strategies;

4. Teacher modeling of how strategies are used by an expert;

5. Practice activities in which students apply the strategies to the language tasks;
and

6. Evaluation of the usefulness of the strategies;

31




Phase 2: Selection of Strategies

Selection of the specific strategies to be taught began by asscssing students’ needs
regarding course objectives and the specific tasks used to meet them. Extensive meetings
were held with teachers to receive their input on the appropriate selection of strategies.

Strategies for Beginning Level: 1991-1992

The strategies taught for beginning level Russian and Spanish students focused
mainly on vocabulary acquisition because teachers felt this was of primary importance in
the first year. However, strategies were also used with basic reading, listening, and
speaking tasks.

The strategies were categorized as metacognitive, cognitive, and social/affective,
according to Chamot et al. (1987). Table 3 on the following page lists the strategies
taught and their definitions. In general, metacognitive strategies emphasized control over
the leax;xling process, whereas cognitive strategies involved manipulation of the
information to be learned. Social/affective strategies meant working with another person
on a task or controlling one’s emotions while learning.

Strategies were introduced individually, but after individual practice they were
sometimes used together. For instance, grouping was used with personalization and
visualization (e.g., students might group adjectives describing school subjects according

to their own likes and dislikes).
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Table 3. Strategies Taught To Beginning Level Students: 1991-1992

Metacognitive Strategies Classroom Definition

Directed Attention Decide in advance to pay close attention to the
task and to ignore irrelevant distractions.

Self-evaluation Test yourself to see how well you’ve leamed
the material.

Selective Attention Decide in advance to focus on specific
information.

Metacognitive Planning Make a list of personal objectives for each
theme and select strategies to reach your
objectives.

Cognitive Strategies

Transfer Recognize words which are similar to your
native language or any other language you
know.

Visualization Picture the meaning of the word or sentence.

Personalization Relate information to yourself and your own
experiences.

Contextualization Imagine yourself using the material in an
appropriate life situation.

Grouping Put words into personally meaningful groups.

Inferencing Make guesses based on the context or what
you already know.

Prediction Predict information based on background

| knowledge before you read or listen.
Social Strategy
Cooperation Work with classmates to help each other solve

problems.
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Memorzation strategies for vocabulary leaming. Effective memorization

techniques link new information to the leamner’s existing cognitive framework (Thompson,
1987; Oxford, 1990). The five memorization strategies taught, namely Transfer,

Visualization, Personalization, Contextualization, and Grouping, emphasized this linkage

to prior knowledge and experiences. Transfer involved applying the learner’s knowledge
of his/her native language to the target language (e.g., recognizing cognates).
Visualization had two meanings: using pictures to learn new words and mentally
picturing an image associated with the word or phrase. Personalization encouraged
students to relate information to their lives and experiences. For instance, if students
were learning adjectives describing physical appearance, they would use adjectives to
describe themselves and their own family members. Contextualization required students
to use words in context. The context could be imaginary, such as coping with a
hypothetical illness in the target culture, or it could involve manipulating real objects in
the classroom or at home. Grouping taught students to break up vocabulary lists inio
smaller personally meaningful groups.

Strategies for listening comprehension. The cognitive strategies chosen to support

the listening activities were Prediction, Transfer, and Visualization. Prediction helped

students prepare for listening by thinking, in advance, about types of information and/or
words they might hear based upon what they already knew about the topic. The uses of
Transfer and Visualization for listening were similar to those for learning vocabulary.
That is, transfer encouraged recognizing cognates, and Visualization encouraged students

to picture what they heard instead of translating the words into English.
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Two metacognitive strategies also were taught for listening activities: Directed

Attention and Selective Attention. The training for directed attention emphasized student
control over their attention while listening. Students were told that listening to a foreign
language was more difficult than listening to their native language, so they had to pay
close attention to the task. Selective attention was important because at the beginning
level students were not able to understand everything they heard. Thus, they were
encouraged not to panic when they did not understand, but to determine the purpose of
the activity before listening and then to listen specifically for the information necessary
for completing the activity.

Strategies for reading comprehension. Beginning level textbook readings included

dialogues and examples of specific language structures. Simple authentic texts, such as
advertisements, supplemented the text. The cognitive strategies taught for reading were

Prediction, Transfer, and Inferencing. The explanations tor Prediction and Transfer were

identical for reading and listening. Inferencing, a problem-solving strategy, emphasized
guessing the meanings of unfamiliar words based on context. Because teachers believed
students needed some knowledge of the language before they could do this successfully,
inferencing was not introduced until later in the school year. The explanations for the
metacognitive strategies Directed Attention and Selective Atteniion were identical to those
for listening except the emphasis was on reading. Cooperation, a social strategy, was also
used in conjunction with reading activities. Students were encouraged to work with

classmates to figure out information in the texts.
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Strategies for speaking. The one cognitive strategy taught for speaking was

Personalization. Students were encouraged to practice talking about information true to

their own lives. The rationale given for this strategy was that real life conversation
usually involves relating information about one’s self. Cooperation was also taught for
speaking. Speaking activities in the class usually consisted of pair or group work.
Students were encouraged to help each other when communication problems arose.
Strategies for self-regulated leaming. Two of the metacognitive strategies taught,

Metacognitive Planning, and Self-evaluation, emphasized developing students’ overall

awareness of the learning process. Students were instructed to use these strategies with
all of the skill areas, but the strategies themselves were not introduced with lany one
specific skill area. Rather, the training of these strategies focused on increasing students’
awareness of how they learn, and encouraging students to regulate their own learning and
to assess their use of strategies. Metacognitive Planning was designed to help students
begin to take responsibility for their own learning. This strategy was used in the
beginning of each unit and consisted of two steps. (1) Students identified their own goals
by making a list of what they felt they should learn for the unit. (2) Students made a
plan of strategies that would help them reach their goals. Metacognitive Planning was
used in conjunction with Self-evaluation. At the end of each theme, students evaluated
whether they had reached their objectives and whether strategy use had been useful to

them.
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Strategies for Intermediate Level: 1992-1993

For the third year of the study, the focus of strategies instruction was concentrated
on receptive skills (reading and listening). Participating teachers agreed that reading and
listening were significantly emphasized at the intermediate level. In addition, the number
of strategies to be taught decreased so that students could focus on acquiring a cluster of

related strategies. The strategies were organized according to the Problem-Solving

Process Model For Comprehension (see Figure 1).

The model divided the comprehension process into four metacognitive stages:
planning, monitoring, problem-solving, and evaluating. The analogy of a mountain
climber was used to explain the process.

The first stage, planning, occurred before reading or listening. The first planning

strategy taught was Activating Background Knowledge/Predicting. Students were told to

use what they already knew about the topic, the world, and the language to predict what

they expected to read or hear. Selectively Attending involved deciding in advance to

attend to specific aspects of language input or situational details that assist in performing
the task. For example, students looked for words they knew to get the gist of the text.

The second stage, monitoring comprehension, occurred while reading or listening.
The goal of this stage was to ensure that students knew whether or not they were

understanding the text. Using Imagery required the listener or reader to form a visual

representation of the message. Personalizing-Relating Information to Background

Knowledge had students checking the message against their own knowledge of the world.




31

Figure 1: PROBLEM-SOLVING PROCESS MODEL OF COMPREHENSION

PLAN:
O Activate background
knowledge; Predict
O Selectively attend

MONITOR:
O Use imagery
O Personalize: relate information to background

knowledge
PROBLEM-SOLVE:
O Question for clarification
0 Draw inferences
EVALUATE:
O Verify predictions
O Summarize

© 1993 Georgetown University Language Research Projects
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If students found that there had been a breakdown in comprehension, then they relied on

the third stage, problem-solving. Two problem-solving strategies, Inferencing and

Questioning_for Clarification were taught for repairing comprehension. Inferencing

involved using available information to guess the meaning or usage of unfamiliar
language, to predict outcomes, or to fill in missing information. If students did not have
enough information for inferencing, they were instructed to use Questioning for
Clarification. This strategy included asking for explanation, verification, rephrasing, or
examples about the materials. It also was used for clarifying the task and posing
questions to oneself.

The final stage focused on evaluating one’s understanding of the text and also the

effectiveness of one’s use of strategies. Students used Summarizing to make a mental,

oral, or written summary of information gained from listening or reading. The strategy
Verifying was used to check the accuracy of one’s predictions and to ask oneself if what
was read or heard made sense.

Phase 3: Implementation of Strategies Instruction

Strategies resource guides were developed by the researchers with input from
participating teachers. Teachers reviewed final versions of the materials to ensure that
they were comfortable using them. The instructional materials consisted of guidelines for
teachers, scripted lesson plans, and information on how a particular strategy was to be

used in conjunction with a given activity. The resource guides also contained
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transparencies and student worksheets that included explicit explanations or reminders to
use appropriate strategies.

The beginning level classes during 1991-1992 received a minimum of two scripted
strategies lessons per week for seven months. In contrast, interrnediate level classes
during 1992-1993 were given scripted lessons only for the fall semester. In the spring
1993 semester, teachers developed their own strategy lessons. During implementation for
both levels, researchers monitored the instruction through class observations and meetings
with teachers at least monthly. See Appendix B for samples of the strategies instruction.

Instruments

Instruments were designed to collect information on students’ uses and perceptions
of language learning strategies, their level of self-efficacy, and their language proficiency.
Instruments administered to teachers gathered data on their perceptions of language
learning strategy instruction and professional staff development activities, as well as
evaluations of their students’ abilities and progress.

Tables 4 and 5 on the following pages provide a summary of student and teacher
instuments including administration dates and types of information collected. See

Appendix A for samples of instruments.
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Table 4. Student Instrument Identification and Daw Collection Dates

Student Instrument Dates Information Collected
Learning Strategy Pretest Posttest | Frequencies with which students used the
Questionnaire language learning strategies taught in the
Russian 10/91 4/92 instruction
10/92 4/93
Spanish 1091 4/92
10/92 1/93
Self-Efficacy Pretest Posttest Degree of students’ self- confidence for
Questionnnaire successful completion of representative
Ru_sian 10/91 4/92 language learning tasks
10/92 4/93
Spanish 1091 4/92
10/92 1/93
Language Test Pretest Posttest Students’ level of performance in the
Russian 10/91 4/92 target language
10/92 4/93
Spanish 1091 4/92
10/92 1/93
Background Pretest Posttest Demographic information such as age, sex,
Questionnaire and previous experiences with language
Russian 10/91 4/92 learning
10/92 4/93
Spanish 1091 4/92
10/92 1/93
Mid-Year Student Students’ knowiedge and usage of learning
Questionnaire strategies and their opinions of strategies’

Russian 1/92-2/93 usefulness

Spanish 1/92-2/93
Spanish Student Student rankings and definitions of
Questionnaire strategies taught; Students’

Spanish 5193 perceptions of strategies instruction
Student Seif- Students’ evaluation of their own progress
Assessment at the end of each chapter or theme

Russian 91/92: monthly

Spanish 91/92: monthly

Japanese Spring 92: weekly
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Table 5. Teacher Instrument Identification and Data Collection Dates

Teacher Dates Information Collected
Instruments
Teacher Rankings Pretest Posttest | Teacher rankings of students into categories
Russian 10/91 4/92 of high, medium, and low according to class
10/92 4/93 performance, language learning ability, and
Spanish 10/91 4/92 effort
10/92 4/93
Teacher Teachers’ evaluation of amount and type of
Questionnaire professional support given by researchers;
Spanish 2/93 Teachers’ opinions regarding the

effectiveness of strategies instruction

Teacher Interviews Teachers’ attitudes and opinions of
Russian 6/93 strategies instruction; Teachers’ perceptions
Spanish 5/93 of students’ attitudes towards strategies;
Teachers’ evaluation of professional support
Teacher Ratings Teachers’ informal evaluations of students’
Russian 1991-1992: progress
monthly
Spanish 1991-1992:
monthly
Japanese Sprng 92:
weekly

Background Questionnaire (BQ)

The BQ collected demographic information about participants, such as age, sex, and years

of language study. In addition, the questionnaire was used to identify previous language

learning experiences because some students had either studied the target language before or \

actually spoke the target language, but were not literate in it. The BQ was pilot tested in spring
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1991 to ensure clarity of questions. The measure was then administered to Russian and Spanish
students during the pretest phase of the second and third years of the study.

Learning Strategy Questionnaire (LSQ)

The LsQ was used to collect data on the frequency with which students used the language
learning strategies explicitly taught. A set of focal learning strategies was determined based on
previous student interview data and teacher objectives. The format of the questionnaire was
modeled on measures previously developed by the researchers to identify students’ use of
learning strategies. Language learning tasks such as reading and speaking were presented,
followed by a series of statements describing strategies that students could use to accomplish the

task. Students chose an adverb of frequency--never (1), rarely (2), sometimes (3), usually (4),

alwavs (5)-- to indicate how often they used the strategic actions. Distractors that described
either negative behaviors or learning techniques not included in language learning strategy
instruction were added to ensure that students did not respond only in ways they thought would
please the researcher.

The LSQ was pilot tested with high school Russian and Spanish students in spring 1991,
then analyzed and revised based on the results of the pilot testing. Learning strategy interviews
and the questionnaire were administered to the same students and the results between the two
instruments were correlated in order to ascertain whether both instruments were eliciting the same
information. Minor adjustments were then made to the questionnaire to increase its validity.

In the second year of the study, 1991-1992, the LSQ was administered as a pretest in the

beginning of the school year and a posttest at the end of the school year to participating first-year
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Russian and Spanish classes. The beginning level LSQ focused on four tasks: vocabulary
learning, reading, speaking, and listening. This LSQ was adapted to the intermediate level for
use as pretest and posttest the following year, 1992-1993. The intermediate level LSQ presented
tasks for reading and listening. The adverb of frequency always was revised to almost always
because in practical terms, no student would be able to use a strategy all the time. Both versions
of the LSQ were identical for Russian and Spanish classes.

Mid-Year Student Questionnaire

This instrument collected information about students’ perceptions of the language learning
 strategy instruction and of each individual strategy. This instrument was developed in January
1992 to meer the need of monitoring how well students were understanding the strategies. The
mid-year questionnaire allowed researchers to revise the language learning strategies instruction
as necessary to reflect students’ needs and opinions. The January 1992 questionnaire asked
students if they used the strategies at home, on their own, and in class. The January 1993
questionnaire was modified to elicit information about students’ knowledge of learning strategies.
The open-ended 1993 questionnaire asked students to define learning strategies and to share their
opinions regarding the usefulness of language learning strategies instruction.

Spanish Student Questionnaire

An additional questionnaire for Spanish students was developed in Spring 1993 because the
student population differed slightly from fall 1992 to spring 1993 due to the reassignment of
students to different classes in the Spring semester. Students defined the learning strategies

taught in class and then ranked them according to personal preference. The instrument was
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administered in May 1993 to all participating intermediate Spanish students.

Self-Efficacy Questionnaire (SEQ)

The SEQ asked students to indicate on a Likert-type scale their level of self-confidence in
performing sample language leaming tasks. The instrument is modeled on previous
questionnaires developed by Schunk (1981) and Zimmerman and Pons (1986) for students’
academic self-perceptions. Students were presented with a language learning task, such as a list
of vocabulary to be memorized, based on the types of activities found in the participating
classrooms. Each task was shown on an overhead projector for five seconds, which was enough
time for students to recognize the type of task, but not enough time for students to accomplish
the task. Students were then asked to indicate how well they felt they could do a task like the
one shown in the amount of time that they would normally have in their class. Response options
were on a scale from 0 to 100 with 0 meaning not confident at all and 100 meaning very
confident.

The SEQ was pilot tested in spring 1991 in high school Russian, Spanish, and Japanese
classes. Based on the results of the pilot testihg, student instructions were clarified to ensure
better student comprehension of the questions.

The instrument was administered as a pretest and a posttest to first-year Russian and
Spanish classes in 1991-1992. The beginning level version of the SEQ presented students with
four tasks: vocabulary learning, reading an authentic text, reading a dialogue, and coping with
a social occasion.

In the third year of the study, 1992-1993. the SEQ was used in intermediate level classes
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of Russian and Spanish as a pretest and posttest. The instrument had been adapted so that it had
only reacing and listening tasks to reflect the intermediate level language learning strategy
instruction.

Language Tests (L'T)

This instrument measured students’ performance in the target language. The LT was based
on common curricular objectives of participating school districts and on the ACTFL proficiency
guidelines. Four forms of the LT were developed: beginning level Russian, intermediate level
Russian, beginning level Spanish, and intermediate level Spanish.

The instruments were developed, pilot tested, and revised as necessary du::ng 1990-1991.
Teachers had an active role in the development of the tests and reviewed the final versions for
content validity and appropriateness of level.

The LT was administered as a pretest and a posttest in the second and third years of the
study, 1991-1992 and 1992-1993. The beginning level Russian and Spanish tests included
sections on reading, listening, and a grammar-oriented cloze. The intermediate level tests had
sections for reading and listening.

Student Self-Assessment Worksheets

These worksheets requested students to evaluate their progress at the end of a chapter or
unit. The worksheets were developed based on curriculum objectives and consisted of a set of
language tasks such as, "Describe your appearance and personality.” Students were asked to
indicate whether they felt they could do the task , whether they would have problems, or whether

they would be unable to do the task. (See Chapter VI for further information regarding student
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response options.) The worksheets were administered before regular class tests so that students
could identify areas in which they needed improvement. The self-assessment was also intended
to boost self-confidence by concretely indicating to students how much growth they had made
and what they could in fact do with the language.

Sample student worksheets were pilot tested in Spanish, Russian, and Japanese high school
classes in 1990-1991. Revisions were made to improve the format and to further clarify
instructions.

Student assessment was implemented during 1991-1992. Russian and Spanish high school
students completed the worksheets approximately once a month for the academic year. Japanese
students evaluated themselves on a weekly basis during the spring 1992 semester.

Teacher Ratings

This instrument was used by teachers to informally assess student progress. It was the
teachers’ counterpart to students’ self-assessment worksheets. Language objectives for each
chapter or unit were formulated based on curriculum objectives. Using a three point scale (See
Chapter VI), teachers evaluated how well individual students met the objectives. The instrument
was designed so that teachers could identify specific areas in which students needed help.
Sample rating scales were pilot tested in 1990-1991, revised according to teacher feedback, and
then used by the same teachers during 1991-1992.

Teacher Rankings

Teachers ranked their students as high (1), medium (2), or low (3) according to the

following categories: class performance, language learning ability, and motivation. Guidelines
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for ranking each area were established jointly by researchers and teachers in 1990-1991. Teacher
ranking data were collected at pretest and posttest times in both 1991-1992 and 1992-1993.

Teacher Questionnaires

A questionnaire was developed in January 1993 to meet specific needs of participating
Spanish teachers who had participated in a different approach to professional development than
other teachers in the study. Teachers evaluated the amount and type of professional support they
received from researchers regarding language learning strategies instruction. Teachers also shared
their opinions regarding the effectiveness of language learning strategies instruction. This
questionnaire was administered in February 1993.

Individual Teacher Interviews

The data obtained through the Teacher Questionnaire was so rich and revealing that it was
decided to conduct interviews with participating Russian and Spanish teachers in May 1993. The
interviews provided additional information regarding teachers’ attitudes toward language learning
strategies instruction and professional support. The interview format was successful because it
allowed researchers to ask follow-up questions and to probe for details more fully than was
possible in a written questionnaire.

The instruments for the study Methods of Teaching Learning Strategies in the Foreign
Language Classroom were the Learning Strategy Questionnaire, the Self-Efficacy Questionnaire,
the Language Tests, the Background Questionnaire, Mid-Year Student Questionnaires, Spanish
Student Questionnaire, Teacher Rankings, Teacher Questionnaires, and Teacher Interviews.

The instruments for the study Assessment of Language Skills for Instruction included the

43
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Self-Efficacy Questionnaire, Student Self-Assessment Worksheets, Teacher Ratings, and Teacher
Rankings.
Procedures

Year 1: 1990-1991

Major objectives and accomplishments for the first vear were to develop and pilot test
instruments, investigate their reliability, and develop teachers’ resource guides and student
materials for language learning strategy instruction. Major prerequisite tasks completed were:
acquiring permission to conduct research in local school districts, enlisting teacher participation,
and collecting curriculum materials. Researchers met individually with teachers to discuss the
curriculum and to explain the rationale behind learning strategies instruction. Classrooms of
participating teachers were also observed to collect qualitative data on teaching styles and on
actual high school foreign language tasks. Researchers and teacher participants jointly decided
which strategies to integrate into the beginning level Russian and Spanish classes. Researchers
then began developing the scripted strategies instruction. Teachers reviewed the lessons on
strategies and provided feedback. Instruments were reviewed for content validity based on
observations and class materials, and feedback on the content of the instruments was elicited
from teachers.

Year 2: 1991-1992

Major objectives and accomplishments for the second year of the study were to implement
language learning strategies instruction with beginning level Russian and Spanish students in a

quasi-experimental design. Three Russian and two Spanish beginning level classes received
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scripted strategies lessons twice weekly for seven months. Control classes were one Russian and
one Spanish class, in which teachers did not provide strategies instruction. In addition, student
and teacher informal assessment instruments were carried out in one class each for Russian,
Spanish, and Japanese. The Russian and Spanish classes completed the assessment forms on a
monthly basis for seven months and also received strategies instruction. The Japanese class used
the forms weekly for a semester. Researchers conducted monthly or bimonthly observations of
the strategies classes depending on time constraints and once a semester for the control classes.
Pretest and posttest data was collected from the one beginning level Japanese class, three
beginning level Russian strategies classes, two beginning level Spanish strategies classes, one
beginning level Russian control class, and one beginning level Spanish control class.

Project staff also adapted beginning strategies instruction and instruments for intermediate
level students. Researchers continued meeting with interested teachers to discuss intermediate
level course materials and language tasks. Additional teachers were contacted and agreed to
participate in the following year, 1992-1993.

Year 3;: 1992-1993

In Year 3 the strategies instruction resource guides were used with intermediate level
students of Russian and Spanish. Five Spanish teachers new to the study began their
participation by attending two researcher-conducted professional development workshops on how
to integrate learning strategies in the foreign language classroom. The availability of Spanish
teachers made it possible to institute an experimental design that compared five strategies

instruction classes with three control classes. Three of the teachers had their two Spanish class
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sections randomly assigned to be either strategies or control classes, using a coin flip to
determine assignation of the class to the experimental or control condition. In experimental
classrooms, teachers implemented the strategies instruction. In control classrooms, teachers taught
as they normally would. Group meetings with the teachers focused on planning instruction to
be as comparable as possible across classes, so that strategies instruction would be the only
difference between the classes. One of the teachers had incomparable classes (1 honors and 1
"regular” section), so she taught strategies to both classes. Scripted strategies lessons were
provided by the researchers for the fall 1992 semester, then teachers developed their own strategy
lessons in the spring 1993 semester. Observations were conducted monthly in the fall semester
and the spring semesters with the exception of one strategies class which was observed weekly
in the spring.
Due to small numbers, the Russian classes continued with the quasi-experimental design.
The Russian participants from the two of the previous year’s Russian Level 1 strategies classes
were now participating as Level 2 students in two classes that combined Levels 2, 3, and 4. One
of the combined classes continued with strategies instruction and the other class retumed to the
normal curriculum with no strategies lessons. The Russian teacher continued to receive scripted
strategies lessons throughout the school year. Researchers conducted monthly observations of
the strategies class and observations once a semester for the control class.
Pretest data were collected from all students in the fall 1992. Because the student
population in the Spanish classes varied from the fall to the spring semester, Spanish posttesting

was conducted in January 1993 after the scripted lessons had been presented. The Spanish
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Student Questionnaire was developed and administered in spring 1993 to collect additional data.
For the Russian students, all posttesting was conducted in spring 1993. Data were analyzed and
the final report, as well as articles for publication, were written and submitted.

Data Analysis Procedures

Several types of analyses were conducted on the data. Relationships between variables were
determined using correlational analyses. T-tests were conducted to identify gains or losses
between pretests and posttests. Experimental and quasi-experimental data were examined through
the use of Analyses of Covariance (ANCOV As) to identify whether differences existed between
treatment and control groups. Additionally, qualitative analyses were used to examine open-
ended questionnaires, interviews, and observations. Specific analyses are identified in the

remaining chapters, in relationship to the specific research questions.
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4 CHAPTER III
STUDENT USE AND PERCEPTIONS OF LANGUAGE LEARNING STRATEGIES
Overview
A principal goal of teaching language learning strategies in high school foreign
language classrooms is to develop the ability of students to control their own language
learning. In developing independent learners, strategies instruction is expected to result
in:

eawareness of one’s own learning processes;

eactive strategic engagement in learning processes (i.e., use of strategies);

eproficiency gains in the target language with strategy use;

sextension of effective strategies to other subject areas.

Because students’ involvement in their learning is so critical to the success of any
strategies instruction approach, an important challenge facing the researchers is getting
the students "to buy into it." (We have found that teachers commonly use the term "buy
into" to express their own acceptance, as well as students’ acceptance, of educational
interventions.) The teacher/researcher teams in this study had to create strategy lessons
that not only accommodated language levels and program objectives, but also imparted
a sense of face validity to students. That is, for students to be willing to apply effort in
using strategies, they must believe that the strategies are valuable learning tools.
Students’ perceptions about strategies, including enjoyment in learning them, may affect
students’ willingness to use strategies independently. Therefore, student perceptions are

an important consideration in developing and evaluating instruction. This chapter reports
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on two interrelated research questions focused on students:

e 'What are students’ perceptions of the learning strategies instruction they
received?
¢ Do students instructed in learning strategics apply the strategies
independently?
Objectives

Three principal goals were addressed in this part of the study. The first goal was
to understand students’ perceptions about strategies instruction and individual strategies,
including their beliefs about the value of strategies and their enjoyment of the strategies
instruction. The second goal was to obtain student feedback about how strategies
instruction could be improved. The third goal was to examine the extent to which
students applied the strategies independently, a critical purpose of the instruction.

Methods
ubjec

In Year 1 of the study (1990-1991) subjects were identified. The examination of
students’ use and perceptions of strategies took place during Year 2 (1991-1992) and
Year 3 (1992-1993) of the study. In Year 2, beginning level foreign language students
participated. Participants during Year 2 included 51 Spanish students (two classes) and
85 Russian students (3 classes) from two school districts. The Year 3 participants
included 93 students from Intermediate Level (Level 3) Spanish classes. Year 3
participants also included 62 students from two mixed-level (Levels 2-4) Russian classes.
All of the Year 3 participants were in the same school district. The Russian teacher in

Year 3 had participated in Year 2, as had some of her students. All of the Spanish
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teachers and students in Year 3 WEIC new to the study. (See Chapter II for more
information about subjects in Years 2 and 3.)

Instruments
In both Years 2 and 3, the Learning Strategies Questionnaire (LSQ) was used to

investigate students’ independent use of strategies. Midyear Student Questionnaires tapped
students’ use and perceptions of strategies. Classroom observations provided additional
insights into students’ learning and perceptions of strategies. In Year 3, an additional
Spanish Student Questionnaire focused on students’ perceptions and preferences of

strategies. ( Chapter IT contains detailed descriptions of these instruments. )

Procedures

Strategies Instruction

Chapters IT and V provide detailed information regarding the strategies instruction
and how it was developed. Year 1 was devoted to pilot testing instruments and strategies
instruction. The following paragraphs summarize the strategies instruction in each
subsequent year of the study.

Year 2 instruction. In 1991-1992, teachers used strategies instruction with their
beginning-level students, teaching the following strategies:  Directed Attention,
Grouping, Cognates, Visualization, Personalization, Selective Attention, Cooperation,
Prediction, and Contextualization (see Chapter II for strategy definitions). Although all
of these strategies were taught, the focus was on vocabulary strategies and anxiety-

reducing strategies (e, 8., working cooperatively with peers). The researchers provided

scripted lessons to all teachers throughout the 1991-1992 school year.
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Yecar 3 instruction. In Ye:;lr 3, the focus shifted to intermediate-level students.
The participants from the previous year’s Russian Level 1 class were now participating
as Level 2 students in a class that combined Levels 2, 3, and 4. This combined
intermediate Russian class continued with strategies taught the previous year, adding
strategies for reading and listening. The Russian teacher continued to receive scripted
strategies lessons in 1992-93.

A major development in instructional design in 1992-1993 was the use of an
overall model of comprehension to present a set of listening and reading étrategies to the
Level 3 Spanish classes. The model included four metacognitive stages, each including
specific cognitive, social, or affective strategies. The Planning phase of the model
emphasized the strategies of Activating Background Knowledge/Predicting and Selectively
Attending. The Monitoring Comprehension Phase introduced Using Imagery and
Personalizing/Relating Information to Background Knowledge. A Problem-solving stage
offered the strategies of Inferencing and Questioning for Clarification. The final stage
of Evaluating recommended Summarizing and Verifying. (See Chapter II for elaboration
on this model.) In contrast to the intermediate-level Russian class and the beginning-
level Russian and Spanish classes of the previous year, the four 1992-93 Spanish teachers
began developing their own strategy lessons after one semester of scripted lessons
provided by researchers. The teacher-generated strategy lessons resulted in richer
observational data, yielding deeper insights into students’ perceptions of strategies

instruction.




Analyses

Descriptive statistics were calculated on all quantified data. Qualitative data from
questionnaires and observations were studied for consistent patterns and important

insights regarding students’ perceptions of strategies and strategies instruction.

Findings
Beginning-Level Student Perceptions of the I.earning Strategies: Year 2: 1991-1992

Perceptions of Individual Strategies

The Mid-year Questionnaire of Year 2 (beginning-level) yielded several patterns
in student perceptions of the strategies. For example, Year 2 students found the
following strategies most useful for foreign language classes: Directed Attention,
Selective Attention, Cognates, and Cooperation. The main difference in ratings of
strategy usefulness across the two languages was that Spanish students generally reiected
the Grouping strategy, whereas the majority of the Russian students found it useful.

Year 2 students’ positive responses focused on why they found a specific strategy
helpful. The following quotations illustrate students’ perceptions about strategy
usefulness:

Directed Attention: If I go into a project having already decided to pay
attention, it is easier and the answers come to me quicker.
Selective Attention: It filters the extra matetr.al and leaves the important

information.
Personalization: I can easily remember by relating it to something I am

familiar with.

Such comments also indicated an understanding of the strategy and how to use it.
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In contrast, some of students’ negative responses indicated misconceptions or
incomplete understanding of the strategy. For example:

Directed Attention: I can concentrate on two things at once and still learn

what I’'m supposed to. I try to but it’s often hard because at times
distractions usually get my focus.
Cognates: I do not mix other languages with Spanish.
Grouping: I don’t use it because it just helps you say (the vocabulary), not
know what it means.
Other negative responses, however, did not seem to be due to a lack of understanding
of the strategies. In general, these perceived drawbacks of strategies can be categorized
as beliefs that: (a) too much time or effort is required to carry out the strategy; (b) the
strategy "doesn’t work for me"; (c) the strategy applies only in certain situations.
Classroom Qbservations: Use and Perceptions of Strategies Instruction
Classroom observations in Year 2 provided some insights into students’ reactions
to the strategies instruction as a whole, as well as into students’ in-class use of strategies.
Students in the introductory level Spanish and Russian classes appeared to be on-task
when using strategies such as Grouping and Selective Attention to tackle new vocabulary
or new grammatical structures. During classroom observations, the students seemed
knowledgeable in the strategy terminology and in the appropriate application of the
strategies.
In contrast to students’ apparent knowledge regarding the instructed strategies,
their attitudes toward strategies--at least those expressed during observations--were

somewhat negative. For example, sometimes students groaned when the teacher
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mentioned strategies; this was especially true when the teacher made an announcement
that strategy instruction or use would begin. From the observer’s perspective, the
language learning strategy instruction sometimes seemed forced and repetitive for these
beginning level students.
Intermediate-Level Student Perceptions of the Learning Strategies: Year 3 1992-1993

The Mid-year questionnaire given to the Year 3 Intermediate level Russian and
Spanish students contained three open-ended questions pertinent to student perceptions.
Students’ responses to these items were classified into broad categories for comparisons.
Figures 2 and 3 show the category distributions of student responses to each question.
Further discussion of student responses to these questions are presented in the following
paragraphs.

As Figure 2 indicates, 72% of the students found strategies instruction Helpful
or Very Helpful. Insights into reasons for students’ perceptions of the helpfulness of
strategies instruction can be found in Table 6, which illustrates representative positive

and negative comments from students in Year 3.
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Figure 2. Perceived helpfulness of strategies instruction.

How helpful is it to be taught about learning

strategies?
Not at all
Helpiul
Not Helplul 05‘ Very Helplul
26% 24%
Indifterent
2%
Helptul
48%




Figure 3. Appeal of strategies instruction.

How much do you like learning strategy
instruction?

Don% Like at Llke Very
all Much

16% 5%

&b Like
3 35%

Don't Like
359, Indlfferent

9%
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Table 6. Year 3 Student Comments Regarding the Helpfulness of Strategies Instruction

Positive Comments Negative Comments
(Helpful) ....because some of the strategies 1 It takes up a lot of time, and most people
would never use unless someone reminded me. || already use the strategies subconsciously. It

doesn’t help to think it (think aloud).

(Helpful) ...especially if you practice them and |[ Many are either silly or you do them already.
then do them without thinking.

Helps to see new ways you could leam besides || Not very (helpful), because I don’t use any that

what you’re already doing. I’ve been taught...I have my own.

It is helpful to have a name for the strategies, Also, different strategies are better for different
but I was already using most of them people.

subconsciously.

think I understood the readings much better
than I would have without.

Overall, students made more positive remarks than negative ones regarding
helpfulness of the strategies. The greater frequency of positive comments indicates a
willingness on the part of most students to incorporate the strategies in their learning
process. Moreover, the students seemed pleased with the metacognitive awareness that
the strategies instruction engenders. Some students pointed out, however, that
automaticity of the strategies is a goal that requires practice.

Individual Strategy Preferences

Student perceptions of the individual strategies were revealed in the end-of-year
Spanish Student Questionnaire. Students were asked to rankfrom 1 to 6 the following
strategies according to personal preference: Prediction, Selective Attention, Imagery,
Personalization, Inferencing, Questioning for Clarification, Summarizing, and
Verification. The most highly ranked strategies were Imagery and Selective Attention.
Imagery and Selective Attention were also among the strategies most frequently used by

teachers during observations. The lowest ranked strategies were Personalization and Verification.
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Student Feedback about Strategies Instruction

Although most students found strategies instruction both helpful and easy, several
of them still did not enjoy it. Students frequently qualified responses about the ease of
strategies instruction by talking about what they found important in strategies instruction.
They also provided feedback when elaborating on whether they liked strategies

instruction. Student comments in response to these two questions are illustrated below:

While in class and doing a project in which we have to use the strategies it is
fairly easy, but when I am doing my work alone or at home and am not
specifically told to use a strategy, I forget...

Pretty easy, if you know what to look for.

They are easy to understand but hard to do.

It helps me a lot and reinforces what I do that’s good already.

It is easier to learn by using it a lot.

Easiest is to have someone tell you, but usually the best for you is once you
figure it out.

I like to figure it out on my own.

It seems kind of silly; I have my own strategies and different ones work for
different people.

It is ok, but by the time we are in Sp 3, we already have our own learning
strategy. They should be taught at the beginning of Sp so that they
become habitual.

Some of the exercises are fun, but mostly it seems like we repeat the same
things over and over.

Kind of robotic and monotonous, but it works.

It is easy but boring.




58

Student comments indicated that whereas some students wanted less exposure and found
the instruction boring, other students believed they needed more guidance in
remembering when to apply strategies.
Student Perceptions about Thinking Aloud

Thinking aloud was an important component of the strategies instruction.
Students were asked to tell what they were thinking as they worked through a task, to
make their thought processes explicit. Thinking aloud was especially emphasized in Year
3 strategies instruction. Because thinking aloud is not a common approach for language
instruction, however, we were interested in how students felt about using it. Spanish
students were asked how easy or difficult it was for them to think aloud during reading
or listening tasks in Spanish. Figure 6 indicates that the majority of students found
thinking aloud to be easy. Moreover, during classroom observations, students often were
seen immersed in think-aloud activities in the target Janguage, albeit an interlanguage
version of it. More often, however, the think-aloud was in English, with some Spanish

interspersed.




Figure 4. Students perceptions of the ease/difficulty of thinking aloud.

How easy/difficult is thinking aloud in

Spanish?
Very Difficult Very Easy
12% 5%

Difflcuit

268% Easy

468%

Indifferent
11%
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Student responses on the Learning Strategies Questionnaire (LSQ) were used to
identify the degree to which students used the strategies on their own. The LSQ
contained statements describing strategies (e.g., Before reading, I think of what I already
know about the topic and words I expect to read.). Students responded to the statements
by circling the option which best described how frequently they do the described
technique. Options were never, rarely, sometimes, usually, and always-always was
changed to almost always in the 1992-1993 version of the LSQ. The response options
were given numerical codes--never=1, rarely=2, sometimes=3, usually=4, ~nd almost
always=35. Mean scores on the posttest were calculated for each of the languages at both
the beginning (1991-1992) and the intermediate levels (1992-1993). At the beginning
level the mean score of Russian students’ reported use of strategies was 3.28 (SD=.41)
and the mean score for the Spanish students was 3.09 (SD=.52). The mean scores were
slightly higher at the intermediate level with the mean for the Russian students at 3.40
(SD=.56) and for Spanish students at 3.58 (SD=.47). According to the responses
students said that they used the strategies when doing tasks described on the questionnaire
approximately half the time. (See Appendix A and Chapter II for a more detailed
description of this instrument.)

Continued Strategies Use in Subsequent Levels

Two of the beginning level Russian classes were followed from 1991-1992

through 1992-1993. Mean scores on the 1991-1992 posttest and the 1992-1993 pretest

Learning Strategies Questionnaires were used to address students’ continued use of
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strategies. A t-test was conducted to identify changes in strategies use. No significant
difference was found. The mean score on the 1991-1992 posttest was 3.18 (SD=.44)
and on the 1992-1993 pretest it was 3.21 (SD=.54). The lack of change indicates that
students were maintaining their frequency of strategies use from the beginning level of
study to the intermediate level of study.
Discussion
Transfer of Learning Strategies

The research team proposed to look at maintenance and transfer of language
learning strategies by investigating whether students continued to use strategies in
subsequent levels of study. This issue was assessed in only one language, Russian,
because most participating teachers and students changed over the three years. The data
showed that from the tims of posttesting--April, 1992-- in the beginning level to the time
of pretesting--October, 1992--in the intermediate level, Russian students maintained the
frequency with which they used the strategies described on the questionnaire.

Another way that we were able to study transfer for both languages was by asking
students whether they used the instructed strategies at home. A difference in transfer
was found between the Russian and the Spanish classes. Specifically, the Russian
students reported using instructed strategies--such as Directed Attention, Selective
Attention, and Cognates--at home, whereas the Spanish students did not. This distinction
could be due to differences in students’ ability or willingness to transfer the use of the
strategies to the home environment. Because Russian is considered a difficult language

to learn, it is possible that Russian students are generally more motivated than Spanish
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students, some of whom may have chosen the language simply to fulfill a language
requirement. Although certainly not all Spanish students would choose the language
because they perceive it to be easy, it seems students would be less likely to choose
Russian because they think it will be easy. If Russian students are motivated to learn a
challenging language, and if they experience success with strategies in school, they may
be more likely to extend strategies to their personal study of the language.
tudent Understanding of In ed Strategie

Regardless of whether the students decided to use the strategies on their own,
nearly all of the students could identify the meaning of the strategies and how they could
be applied. The fact that students became well-versed in discussing a repertoire of
strategies previously unfamiliar is a measure of the success of the learning strategies
instruction, and reflects on students’ awareness of language learning processes in general.
Another indication that students had metacognitive awareness regarding foreign language
learning was that students in both Russian and Spanish strategies classes were able to
describe how they tackled language tasks, whether or not their approaches included the
instructed strategies.

-

Implications of Student Perceptions of Strategies trategies Instruction

Valuing Strategies; Necessary, but Not Sufficient

Another important finding regarding the success of the strategies instruction was
that most students found strategies instruction useful. This finding contrasts sharply wiin
the attitudes students displayed during some classroom observations (e.g., groaning when

strategies instruction was introduced), but it is consistent with students’ positive views
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about the usefulness of the individual strategies. Students’ attitudes about strategies
indicated that it is not enough to ensure that students see the value in strategies. for
example, half of the students in one year of the study said they did not enjoy strategies
instruction, even though they believed it was helpful.
Scaffolding Instruction More Rapidly

It was clear that several students found the strategies instruction boring and
repetitive. One possibility is that the instruction was not scaffolded quickly enough.
That is, teachers may have been continuing explicit explanations at a point when students
only needed a brief reminder to use a strategy. On the other hand, the length of time
spent on explicit instruction could also depend on individual differences between students.
Some students may need more explicit instruction than others. Another possibility is
that the researchers’ explanations of strategies were not well-matched to students’
interests or maturity level. Future instructional development should focus on casting
strategies in diverse ways that will not seem "boring" or "silly" to high school students.

Ironically, the strategies that students ranked high in preference (e.g., Imagery
and Selective Attention) were also strategies that were frequently emphasized during the
instruction that was observed. In contrast, lower ranked strategies such as
Personalization and Verification were used less frequently. Thus, even though several
students complained that strategies instructior was repetitive, students seemed to prefer
strategies that had been discussed more frequently. One possible reason for this finding
is that students simply rated the most familiar strategies as their favorites. Alternatively,

teachers may have picked up on strategies to which students were more receptive,

(3¢
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emphasizing those strategies during instruction.

Expanding, Not Replacing, Students’ Strategic Repertoires

Several students who did not enjoy strategies instruction said they already had a
different set of learning strategies they liked to use. Such comments indicate that it may
not have been clear that the goal was to expand students’ repertoire of strategies, not to
replace existing strategies with a fixed model. Future instruction, therefore, should
capitalize even more on strategies that students are already using and finding helpful.
For example, even more time could be spent on students’ sharing their strategies with
classmates, which was an activity that occurred early in these strategies interventions but
was not continued.

The Role of Integrating Strategies Instruction with Language Instruction

Our belief through our work in these studies is that integration of strategies
instruction is critical in affecting students’ perceptions of the strategies’ value.
Specifically, strategy lessons must be tailored to the leveti of the class and be interwoven
uniformly into lesson plans. When strategies are not well integrated, students are likely
to perceive them as additional work, rather than an integral part of learning the language.

Although the researchers in this study tailored strategies lessons to curriculum
objectives and individual teaching styles, it was up to the teachers to integrate the
presentation of strategy lessons with their own language lessons. The teachers’ relative
success in integrating strategies instruction probably affected students’ attitudes about the
instruction (i.e., whether they perceived strategies as an integral part of learning or as

an "add-on"). In fact, interviews with the teachers indicated that the integration of
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strategies instruction was less than complete.

A particular factor that may have affected students’ view of strategies was that the
strategies lessons were not graded. Not only were students not reinforced with grades
for participating in strategies instuction, but also the lack of grades may have
contributed to a view of strategies as scmething extra. Because strategies instruction was
not emphasized through the grading system, it was especially important for teachers to
show a strongly positive attitude towards strategy instruction and to provide a convincing
rationale for strategy use.

Our view is that future instruction should integrate strategies even more
completely with other language learning goals. It should be clear to students that
strategies are a critical part of learning a foreign language; therefore, activities
emphasizing strategies’ use should be part of the class grade. Moreover, teachers need
to come to view strategies as integral instruction. Statements like, "Now it’s time to talk
about strategies” send the message that strategies instruction is something extra. Until
teachers come to own strategies as part of their instruction, it is unreasonable to expect

students to "buy into" strategies and use them independently.
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CHAPTER IV
IMPACT OF LANGUAGE LEARNING STRATEGIES ON STUDENTS
Overview

Research on learning strategies has indicated that effective learners are better able
to choose appropriate strategies to aid their learning in comparison to less effective
learners who use strategies, but often inappropriately (Abraham & Vann, 1987;
O’Malley, Chamot, & Kupper, 1989; Vann & Abraham, 1990). This chapter contributes
additional information on the effects of learning strategies with high school students of
Russian and Spanish by addressing research questions 2a and 2b of the study Methods
for Teaching Learning Strategies in the Foreign Language Classroom:

2a. Do students who use the strategies show greater gains in language

proficiency and perceive themselves as more effective language learners

than student who do not use the strategies?

2b. Do students instructed to use the strategies show greater gains in language
proficiency and perceive themselves as more effective language learners
than students who were not instructed to use the strategies?

The chapter focuses on the statistical analyses of the data collected from Russian and
Spanish students during the quasi-experimental and experimental years of the study
(1991-1992 and 1992-1993).
Objectives
The purpose of this study was to investigate the impact of language learning

strategies with high school Russian and Spanish students in regard to their language
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performance and level of self-efficacy for language learning. In addition, quasi-
experimental and experimental approaches were used to determine whether students
instructed in learning strategies differed from students not instructed in strategies
according to their use of strategies, performance in the language, and level of self-
efficacy. |

Methods
Information in the methods section is presented for both intervention years of the study
(1991-1992 and 1992-1993). The first year of the study focused on the development and
pilot testing of instruments and instruciion and the identification of subjects.

Subjects
Year 2: 1991-1992

Research focused on students in beginning level high school Russian and Spanish
classes. Data were collected on 51 Spanish students receiving straiegies instruction in
two classes, and on 28 students not receiving strategies instruction in one class.
Beginning level Russian participants included 85 students receiving leaming strategies
training in three classes, and one class of 26 students following their regular curriculum
with no strategies training.

Year 3: 1992-1993

The third year of the study, 1992-1993, focused on intermediate level students of

Spanish and Russian. The treatment groups receiving strategies training had 93 students

of Spanish in five classes and 31 students of Russian in one class, and the control groups
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consisted of 80 students of Spanish in five classes and 31 students of Russian in one
class. (See Chapter II for more details describing participants in both years.)
Instrumen

The instruments for the research questions addressed in this chapter consisted of:
(1) the Learning Strategies Questionnaire (LSQ) that assessed the type and frequency of
strategies use by students; (2) the Language Test (LT) that assessed performance in the
target language; and (3) the Self-Efficacy Questionnaire (SEQ) that assessed students’
level of confidence in performing representative language tasks. The instruments each
had two ';'ersions corresponding to the two language levels of strategies instruction. The
first version of the LSQ focused on memorization strategies and strategies for reading,
listening, and speaking at the beginning level of foreign language instruction. The
second version of the LSQ targeted strategies for the receptive skills at the intermediate
level of instruction. The LT consisted of two beginning level language tests one each
for Russian and Spanish, and two intermediate level tests, one for each language. The
beginning level SEQ included sample language tasks corresponding to those on the
beginning level LSQ and the intermediate level SEQ had tasks for language
comprehension similar to those of the intermediate level LSQ.

Data were collected thrcugh these three measures twice during each year of the
quasi-experimental and experimental studies. Pretesting was conducted before strategies

instruction implementation and posttesting was conducted after implementation of the
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instruction. See Appendix A for copies of the instruments and Chapter II for more

information concerning the content of the measures.

Procedures

Table 7 provides a summary of the procedures used to address Research Questions
2a and 2b. Year 2: 1991-1992.

Two Russian and two Spanish teachers implemented scripted language learning
strategies instruction, developed by the researchers, in their beginning level classes for
seven months of the academic year. The instruction was integrated into the curricula of
participating school districts by using teachers’ materials as the basis for the strategies.
The instruction presented metacognitive strategies for developing an awareness of how
to manage the learning process and cognitive strategies for manipulation of the material
to be learned. Vocabulary development was strongly emphasized by all teachers at this
level. Three of the four language skills--reading, listening, and speaking--were
represented in the strategies instruction, but writing was not emphasized. The four
strategies teachers presented learning strategies instruction approximately twice a week.
One additional class in each language participated as a control group that did not receive
strategies instruction, but continued their typical instruction. Researchers conducted
classroom observations of the instruction at monthly intervals for two of the classes and
bi-monthly intervals for the two other classes.

Pretest and posttest data were collected from the four strategies and two control

classes.
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Y ; 1992-1

Strategies instruction was integrated into the curriculum for intermediate level
students of Russian and Spanish. In contrast to the previous year, scripted lessons were
provided by researchers only for the fall semester. In the spring, participating teachers
developed their own lessons. The range of strategies included in the instruction was
reduced to focus specifically on the receptive skills, because teachers agreed that listening
and reading received substantial emphasis at the intermediate level. The Problem-Solving
Process Model for Comprehension was developed by researchers as a way of presenting
the strategies in a sequential order for students. (See Chapter II, Figure 1 for a more
detailed explanation of the model.)

Five Spanish and one Russian intermediate level teachers, implemented the
instruction to one class of their intermediate level students, and refrained from using the
instruction in their parallel intermediate class. Clesses were randomly assigned as
strategies or control groups, based on a coin flip. All students were pretested in carly
fall 1992. Posttesting was conducted in January 1993 for the Spanish students because
the change in semesters also included a change in student population. Posttesting
occurred in spring 1993 for the Russian students.

Analyses

Data analyses were conducted according to research questions, and thus were

similar across years of the study. For a clearer presentation, analyses are described with

the findings they generated.
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Findings
Research question 2a addressed the use of learning strategies in relation to language
performance and self-efticacy. In Years 2 and 3, correlational analyses cf strategies use
with proficiency and with self-efficacy were conducted to address this research question.
An additional correlation was run to determine whether students’ reported levels of self-
efficacy were related to their language performance. A dependent pre-to-post t-test was
conducted to see if the frequency of strategies use increased over the period of
participation in the strategies instruction.
Strategies Use and T.anguage Performance
Correlational analyses were conducted for each language in each year of the study
to determine whether students who reported using more strategies on the Learning
Strategy Questionnaire achieved a higher score on the Language Test. No significant
results were found for either Russian or Spanish in either year.
Strategies Use and Self-efficacy
The data were also analyzed to identify correlations between students’ reported use
of stzategies on the Learning Strategies Questionnaire and their reported level of self-
efficacy on the Self-Efficacy Questionnaire. The results of correlational analyses from
the second year (1991-1992) were significant and were moderate in strength for both
languages. The Russian data had a correlation of r=.438 (p=.000, n=67) and the
Spanish data had a correlation of r=.313 (p=.011, £=.313). These findings indicate

that at the beginning level, first-year students who reported using strategies more

79




74

frequently tended to perceive themselves as more confident language learners.
Conversely, students who reported less strategies use also tended to be less confident
about their language learning abilities. In the third year of the study, use of strategies
and self-efficacy were significantly correlated only for the Spanish classes. The
correlation for these intermediate-level Spanish classes was r=.334 (p=.000, n=119).
The significant correlations for the five Spanish classes and the beginning level classes
the previous year suggest that strategy use and self-efficacy may be positively related.
Self-efficacy and Language Performance

Correlational analyses conducted on the Self-efficacy Questionnaires and the
Language Tests revealed low to moderate positive relationships for most of the groups.
The self-confidence of the first year Russian students in 1991-1992 had a positive
relationship with the language test (r=.260, p=.019, n=64) , as did the intermediate
level Spanish classes in 1992-1993 (z=.257, p=.006, n=95). The self-efficacy of
intermediate level Russian students in 1992-1993 only had a significant relationship with
the listening section of the language test (1=.353, p=.009, n=26). These data suggest
that students’ language performance may be related to their level of self-efficacy.

Gains in Learning Strategies Use

A dependent t-test was conducted on pretest to posttest scores of the Learning
Strategies Questionnaire. Gains were found in the intermediate level Spanish classes
(t,=6.54, p=.000), but not in any other classes. The mean score for the Spanish pretest

was 3.37(SD=.46 ) and for the posttest 3.71(SD=.49 ).
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t of ies In ion

We addressed research question 2b, on the impact of language learning strategies,
through quasi-experimental and experimental studies that compared data from students
instructed to use strategies with data from students who did not receive strategies
instruction. A series of Analyses of Covariance (ANCOVAs) were used to compare
students’ responses on the Language Learning Strategies Questionnaire, the Language
Tests, and the Self-Efficacy Questionnaire. The ANCOVA was adjusted for pretest
differences between experimental and control groups. Because the strategies instruction
was different for each language, separatc ANCOVAs were run for Russian and Spanish.
For the beginning level classes in Year 2, both analyses showed no significant
differences between strategies and control groups. The ANCOVA for the Year 3
intermediate-level Russian classes was also not significant. For the Year 3 intermediate-
level Spanish classes, one of the ANCOVA assumptions was violated--the covariate
(Learning Strategies Questionnaire pretest) had a significant interaction with the effect
of instruction. Further analyses revealed that strategies instruction had a greater impact
on strategies use for students who already reported using more strategies at pre-test. No
significant differences were found for the Language Test and the Self-efficacy
questionnaire.

Discussion
The preceding resuits section was divided into subsections reporting correlations,

gains, and differences among the three instruments (Leamning Strategies Questionnaire,
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Self-efficacy Questionnaire, and Language Tests) used to address Research Questions 2a
and 2b. The foliowing discussion is organized to summarize and interpret these findings.
Strategies Use and Language Performance

This study provided no conclusive evidence regarding the relationship between
reported strategies use and language proficiency. Although some sections of the
Leamning Strategies Questionnaire were correlated with some sections of the Language
Tests, the overall correlation was not significant for Russian or Spanish in either year.
Because previous research has indicated that there is a positive relationship between
appropriate strategies use and language performance (Naiman, Frohlick, Stern, and
Todesco, 1978; O’Malley, Chamot, Stewner-Manzanares, Kupper, and Russo, 1985;
Chamot, O’Malley, Kupper, Impink-Hernandez, 1987), the inconclusive : *sults could be
attributed to characteristics of the Language Tests. Although the tests contained tasks
that were proficiency-based (e.g. reading authentic texts, listening to weather reports,
watching a video), the content was intended to be based on specific course materials.
However, because the tests were written prior to the start of the school year, actual
course materials varied somewhat from those originally projected. Therefore, parts of
the tests were too easy for a majority of the students and other parts contained subject
matter that had not been covered at all in class. Student attitudes could also have
influenced their performance on the tests. Students were not given a grade or any other
type of credit for doing well on the Language Tests. Researchers who administered the

tests observed that many students did not appear to take the test seriously. Some students
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did not complete the entire measure, seemed to randomly check responses, and/or openly
compiained about having to take the test which required a minimum of half an hour for
completion. It seemed that motivation levels for success were not high. In addition,
Teacher Rankings of students as "high, medium, or low" performance did not
consistently correlate with the Language Tests (See Chapter VI for more details).
Teachers probably had a good idea of students performance at the end of the school year,
thus the insignificant correlation between Teacher Rankings and the Language Tests
seems to further indicate the inaccuracy of the formal tests. The Language Tests may not
have been accurate enough to capture studenis’ true performance. In the future,
researchers may want to use a standardized test, if available, or s_imply course grades to
measure language performance.
Strategies Use and Self-efficacy

The correlation between the Leamning Strategies Questionnaire and the Self-efficacy
Questionnaire was significant for both Russian and Spanish at the beginning level of
language study and for Spanish at the intermediate level. At the beginning level, the
measure of self-efficacy presented students with representative language tasks such as
learning vocabulary, understanding dialogues, reading authentic texts, and coping with
an authentic social situation. The beginning level Learning Strategies Questionnaire
contained similar, although not identical tasks (e.g. learning new vocabulary, listening,
reading, and speaking). The significant correlation between the two beginning level

measures suggests that students’ level of confidence is related to their use of strategies
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on the types of tasks represented on both measures. At the intermediate level, reading
and listening were the two skill areas emphasized in both of the instruments. A
significant correlation between strategies use for the receptive skills and level of
confidence in one’s abilities to use the receptive skills was found only for the Spanish
classes. The larger number of intermediate-level Spanish students (119) provided far
greater statistical power for identifying correlations than the small number of
intermediate-level Russian students (30).

The relationship between strategies use and self-efficacy is important because it
seems to support the hypothesis that students who use more strategies are also more
confident language learners. However, the causal relationship of the two measures
cannot be determined without further experimental data. Chapter VI of this report
provides data indicating that levels of self-efficacy did increase over the academic year,
but whether this increase was due to acquiring more knowledge of the target language,
using strategies more appropriately and frequently, or a combination of the two, requires
further investigation.

Self-efficacy and Language Performance

The Self-efficacy Questionnaire and the Language Tests were also studied in
correlational analyses. Moderately significant results were found for the beginning-level
Russian classes and the intermediate-level Spanish classes. The listening section of the
Russian Language Test also had a positive relationship with the Self-efficacy

Questionnaire at the intermediate-level. Although moderate correlations did occur, the
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results should be taken cautiously due to possible validity problems with the Language
Tests as previously discussed in this chapter. However, the results do indicate the
possibility that students’ performance in the language is related to their levels of self-
confidence. It would seem that students who are more confident about their learning
abilities would also achieve greater success because self-perception does seem to
influence performance. Again, a causal relationship cannot be determined with
correlational data.
ins in in i e

An additional analysis was conducted through a t-test to determine whether students’
use of strategies increased over an academic year. Contrary to expectations, only one
of the groups, the intermediate-level Spanish classes, increased their strategies use.
Although a causal relationship between strategies instruction and gains in strategies use
could not be determined using pre-to-post comparisons, it was expected that strategies
nse might increase because the language material would become more challenging over
time. One possible explanation for the lack of gains is that the language tasks were not
difficult enough to warrant an increase in sirategies use. Prior research has indicated a
relationship between task demands and strategies use (Rubin, 1988; Barnhardt, 1992).
If a task is difficult, then strategies are necessary. However, if a task is either too easy
or too difficult, then strategies are not necessary or do not seem to help.

The increase in students’ strategies use in the intermediate-level Spanish classes but

not the other classes could also be attributed to the difference in the professional
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development given to teachers. The group of intermediate-level Spanish teachers
participated in collective training activities, wheieas the other teachers received
individualized training with researchers. The major distinguishing features of the
collective treatment were attendance at professional development workshops, a
framework for structuring strategies instruction, collaboration with colleagues, and the
use of the Problem-Solving Process Model for Comprehension which sequenced specific
strategies for the receptive skills. Although both groups of teachers received scripted
strategies lessons, teachers in the collective group were better able to independently
develop and integrate their own strategies lessons. These teachers may have also more
successfully communicated better-developed knowledge of strategies to students more
successfully enabling students to increase their use of those strategies taught. (See
Chapter V for a more detailed discussion of the two types of teacher professional
development.)
Impact of Strategies Instruction

Because the discussion in this section is based on the results of statistical analyses
in the quasi-experimental and experimental part of the study, it is important to note some
of the caveats of the current study. In the second year of the study, 1991-1992, the
small number of classes available to participate made it difficult to randomly assign
teachers to treatment conditions. The number of available Russian classes continued
to be small into the third year of the study. The small numbers participating made it

difficult to identify effects due to low statistical power and the lack of random assignment
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made it impossible to draw straightforward causal implications about the impact of
strategies instruction. For example, in both languages, participating classes during 1991-
1992 represented several school districts. Thus, students were exposed to different
learning materials. Observations by researchers also revealed that other variables such
as the teacher’s methods of instruction and use of classroom technology may have
affected students’ use of strategies and sense of self-efficacy. Moreover, at least one of
the control teachers had been exposed to the theory behind learning strategies integration
and admitted to "occasionally" mentioning strategies to his students. Furthermore, the
control and treatment classes were not equivalent on the measures at the outset of the
study.

There was a sufficient number of Spanish classes in the third year of the study for
random assignment, with teachers acting as their own controls. Despite random
assignment, however, classrooms assigned to strategies scored consistently higher on
some pretests than classes assigned as controls. Thus, analyses had to statistically control
for differences at the outset. Moreover, although teachers agreed not to include explicit
strategies instruction in the control classes, it is conceivable that teachers may have
suggested strategies, especially if they felt that students in control were missing
something beneficial. The short length of time for implementing the strategies instruction
hefore posttesting (four months) could also have contributed to the nonsignificant findings
between the Spanish control and treatment classes. Students may not have had ample

time to practice and acquire the strategies on their own.
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Conclusions

This chapter investigated the relationships between learning strategies use, level of
self-confidence, and language performance. A positive relationship was identified
between strategies use and self-confidence. Although conclusive evidence was not found
for other relationships, the researchers believe that the possibility of such correlations is
strong and therefore further investigation is necessary in this area. More information on
the causal aspect of these relationships can help improve foreign language instruction by
perhaps increasing language performance through interventions that increase strategies

use and self-confidence.
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CHAPTER V
PROFESSIONAL STAFF DEVELOPMENT AND IMPLEMENTATION OF
LANGUAGE LEARNING STRATEGIES
Overview

This chapter examines language learning strategy instruction from the perspective
of teachers. Key components of professional development for implementing language
learring strategies instruction are discussed by comparing different approaches to
training. The implementation of language learning strategies instruction is examined
based on the experiences and resulting insights of participating teachers. This chapter
addresses research question 3b:

What are different approaches to teacher professional development for
implementation of strategies instruction?

Objectives

The primary objective of the professional development component of the project
was to enable teachers to independently and naturally integrate learning strategies
instruction into their classes. Individualized and collective approaches were examined
to identify elements of professional support necessary for helping teachers effectively
incorporate learning strategies into their daily lessons. The professional development
given to teachers varied in the degree of formality, the amount of researcher assistance
given to teachers, the time teachers spent in contact with researchers, and the types of

materials used to develop strategies instruction.
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Data describing teachers’ perceptions of the implementation process for language
learning strategies instruction were collected to present teachers’ viewpoints on the
effectiveness of language learning strategies instruction. These data also identified areas
of language learning sirategies instruction that teachers regarded as difficult and teachers’
suggestions for improvement.

Methods

The professional development aspect of the project focused on two groups of
teachers. The first group joined the project in 1990-1991 during which researchers
collected foreign language materials and observed classes to identify teaching styles and
characteristics of high school foreign language classes. This first group of teachers
implemented strategies instruction the following year (1991-1992). The second group
of teachers received training and integrated strategies lessons during 1992-1993.
Information on teachers’ attitudes toward the treatment they received and the
implementation process of language learning strategies instruction was collected through
discussions at meetings, a midyear 1992-1993 teacher questionnaire, and a 1992-1993
teacher interview (See Chapter II for descriptions; see Appendix A for copies of
measures). In addition, researchers evaluated the effectiveness of the training procedures
through classroom observations and discussions with teachers.

The teacher questionnaire and interviews were analyzed using a qualitative
approach. Categories for both instruments were generated based on the questions in the

instruments and additional topics frequently mentioned by teachers. Teacher responses
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were then grouped according to the categories and comments were noted as positive or
negative. Tallies of negative and positive responses were made for each category to
determine the perceptions of the majority of the teachers.
Findings
Approaches to Professional Development for Implementation of Language Learning
Strategies Instruction

Several factors pertaining to the real world situation of teaching affected the
amounts and kinds of professional support given to teachers. Instructors had a limited
amount of time to spend on any activities outside of classroom teaching, so the
developmental activities needed to be succinct while still imparting sufficient information
for teachers to be able to grasp the concepts. Secondly, teachers had varying degrees of
teaching experience and educational background. Therefore, part of the research
investigation focused on the amount and kinds of support that were beneficial for
everyone and which kinds needed to be individualized. Other factors to be considered
concerning actual integration of the strategy instruction included the foreign language
curriculum for each district, the language materials used by the teacher, and the level of
instruction. Teachers in different school districts normally had different foreign language
curricula, and even within the same districts teachers’ specific materials varied. The
learning strategies included in instruction differed according to the emphasis of the

curriculum, materials, and level of language study.
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irst Cohort of Teachers (1991-1992

The individualized approach was chosen for the first group of instructors (1991-
1992), in part because the participants were from four school districts over a widespread
area, making group activities infeasible. The treatment was characterized by one-on-one
interaction between teacher and researcher, with much of the emphasis placed on
developing learning strategy materials designed specifically for the teacher’s curriculum
and class level. Integration of the instruction was planned so that teachers could more
easily learn how to teach learning strategies using their own familiar materials.
Individual meetings between teacher and researcher were used to gather information
about teachers’ materials, to discuss with teachers which strategies were most
appropriate, and to decide how the strategies could best be integrated into normal
instruction. Researchers then developed scripted learning strategies lessons for each
teacher twice weekly for an academic year. Researchers also observed classes, provided
oral feedback, and revised strategy lessons based on observations and teachers’
suggestions.

The treatments differed according to each teacher’s circumstances. For instance,
teachers sometimes chose to focus on different strategies because they emphasized certain
skills in their classes. In one case, two teachers gave the same strategies different names
in the target language. Two of the teachers were introduced to learning strategies and
given guidance on how to teach them using strategies instruction integrated into their

textbook. Another teacher received strategies instruction based upon language materials
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she developed herself. The fourth teacher received strategies instruction based upon
materials developed solely by the researchers. Also, the amount of time teachers spent
with researchers varied according to their own availability and desire to meet.
Observations and meetings occurred twice a montil for two of the teachers, once a month
for the third, and every other month for the fourth. Some teachers liked to go over each
of the strategy lessons with the researchers, while other teachers preferred to work

independently on the lessons, improvising at times and asking researchers specific

questions when necessary.

The teachers’ reactions to the development activities were examined based on th=
types of strategy materials they received. The two Russian teachers who did not use a
textbook, but developed their own materials, were gratified to receive the scripted
lessons. In part, this reaction was due to receiving new materials or having their existing
handwritten materials typed. Both teachers liked the convenience of meetings at their
own schonls, but felt that interaction with other teachers doing the same type of
instruction would have been motivating. One of the Spanish teachers working with a
textbook complained that the materials took too much time so she sometimes didn’t do
all the lessons. In contrast, the other Spanish teacher would have liked to have worked
with strategy materials other than those directly associated with the textbook, which she
thought were repetitive.

Despite the scripted lessons designed to integrate strategies with content, the

teachers’ strategies instruction was not always integrated or explicit. Observations
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revealed that teachers often set the strategy lessons apart from regular activities. For
example, teachers had a tendency to make an announcement in class that it was time to
do learning strategies which might indicate that the strategies were not given widespread
application. Teachers in this first cohort said that they often felt uncomfortable with
explicit instruction and admitted that they mostly did it when they were being observed
by researchers.

By providing the amount and type of materials support each teacher felt was
necessary, it was hoped that the instructors could take ownership of the strategies
instruction by developing their own strategies lessons. However, most of the teachers
had difficulty taking this final step. Perhaps teachers were not convinced of the
effectiveness of strategies training, and therefore did not have sufficient motivation to
independently incorporate strategies, or they may not have completely understood how
to integrate it with course content. This problem seemed to indicate that teachers needed
to have a more thorough understanding of the theoretical principles underlying strategies
instruction, and therefore needed more professional development activities. Scripted
lessons alone did not provide teachers with a sufficient model to follow. All of the
teachers in this cohort felt it would have been beneficial to initially watch experienced
teachers model strategy lessons.

nd Coh hers (1992-
Based on the reactions of the first group of teachers, a collective approach too

professional development was enacted the following year (1992-1993), in which
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participants worked as a team to learn about the integration of learning strategies
instruction into their regular curriculum. The difficulty of working with several foreign
language curricula was addressed by focusing on teachers from a single school district.
Students in their second and third years of language study received strategies instruction.
Strategies for reading and listening comprehension were selected because teachers agreed
that these were the two language skills that received substantial emphasis at the
intermediate level of study.

The professional development activities began with two workshops for participants,
which provided a theoretical rationale for strategy instruction and opportunities for
teachers to examine their own learning behaviors as well as those of their students. A
detailed explanation of the reading and listening learning strategies model to be
incorporated was given along with sample learning strategy lessons, and a videotape of
a teacher giving a strategy lesson. The workshop also presented teachers with a
framework sequencing the steps for giving explicit strategy instruction (see Figure 7).
The framework introduced the concept of scaffolded instruction which included the
following stages: preparation, presentation, modeling, practice, evaluation, and
extension. The beginning stages require the teacher to have a greater role in the process
by providing students with strategic knowledge, but as time continues students begin to

take more responsibility for strategies use.
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Figure 5. Framework for Strategies Instruction

TEACHER RESPONSIBILITY

ACTIVATES BACKGROUND KNOWLEDGE

EXPLAINS ATTENDS
PREPARE
& MODELS PARTICIPATES
PRESENT
COACHES PRACTICES
PRACTICE WITH EXTENSNE STRATEGIES
FEEDBACK WITH GUIDANCE
""""""""""""" ENCOURAGES
EVALUATE TRANSFER EVALUATES STRATEGIES

& ASSESSES
USES STRATEGIES
EXTEND INDEPENDENTLY
STUDENT RESPONSIBILITY

Adapted by El-Dinary and Brown (September 1992) from:

Bergman, J.L. (1992). SAIL-A way to success and independence for low-achieving
readers. The Reading Teacher, 45, 598-602.

Chamot, A.U. & O’Malley, J.M. (1992). A conceptual framework for the integration
of language and content instruction. In P.A. Richard-Amato & M.A. Snow (Eds.) The
multicultural classroom; Readings for content area teachers (pp. 39-57). White Plains,
NY: Longman.

Pearson, P.D. & Gallagher, M.C. (1983). The instruction of reading comprehension.

Educational Psychology, 8, 317-344.
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Unlike the previous years’ individualized teacher-researcher meetings, the 1992-1993 teachers
received identical scripted lessons and met as a group with researchers during the fall semester.
Group meetings held every other week allowed teachers to share various aspects of their
experiences with the strategies lessons with the researchers and with each other.

In the spring, teachers agreed to begin developing their own strategy lessons. The transition
included frequent meetings with research staff to discuss each teacher’s strategy lesson plans. At
this point, the treatment given to teachers became individualized. Researchers met with teachers
at‘ their respective schools on an individual basis with the exception of two teachers at the same
school who continued to work as a team. The teacher-generated lessons were observed weekly or
monthly depending pen the teacher’s preference. Immediate researcher feedback was given orally
through post-observation meetings.

Teachers had a positive reaction to the collective approach, particularly the opportunities to
interact with other teachers. One teacher stated that she liked the team meetings in the fall because
she felt like they had formed a special group which created motivation to teach the strategies and
gave her inspiration. However, all participants agreed that it was difficult to arrange for group
meetings, given schedule conflicts, and felt that the individual meetings at their respective schools
were much more convenient.

The scripted lessons were successful in serving as a model for teachers. Because the number
of scripted lessons was limited, teachers felt responsible for completing all of them. Furthermore,

because everyone was using identical lessons, participants were able to discuss common issues.
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Two of the fonr teachers felt there were too many scripted lessons, stating that the target language
content of the lessons did not always correspond exactly with what was being taught at t'-. time.

Although teachers found the scripted lessons useful, they all preferred developing their own
lessons. This attitude of independence indicated that instructors perceived themselves as competent
in their understanding of strategies as well as in their ability to teach strategies. However, one
concern shared by several teachers was the repetitive presentation of the strategy model. Teachers
expressed some concerns in coming up with new ideas for teaching strategies, and would have
appreciated more suggestions for varying the model.

Based on class observations, an initial team approach to professional development was more
successful than relying solely on individualized training for reaching the goal of teachers
independently integrating strategies. Using their own materials, the second group of teachers felt
comfortable integrating the strategies on their own, whereas the first group relied on researchers
to develop and integrate the strategies instruction. The second group of teachers were aiso better
able to keep the strategies instruction explicit. Based on data collected through interviews, these
teachers better understood the rationale for and implications of explicit instruction.

Findings Across Cohorts

Regardless of approach, time was an important obstacle to strategies instruction. .Teachers
had to set aside personal time for the professional development activities. Therefore, only highly
motivated teachers participated. Other teachers who could possibly benefit first have to be
convinced of the effectiveness of strategies instruction. Additionally, teachers must be willing to

commit part of their class time to strategies instruction. Even though the instruction is integrated
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into language activities, some class time needs to be devoted to the introduction to learning
strategies and the discussion of students’ learning processes. Moreover, content lessons that
integrate an emphasis on process are likely to take longer than lessons on content alone.

In summary, the key components common to all teachers for professional development
included a basic understanding of learning strategy theory, scripted lessons to serve as a model,
opportunities to develop their own lessons, and perhaps most important, interaction with colleagues
who are also engaged in learning strategies instruction. Experience teaching the strategies also
enabléd teachers to integrate them more effectively and to mention them more spontaneously at

appropriate moments during instruction.

Teachers’ Perception of Tanguage Learning Strategies Instruction

This section presents teachers’ perceptions of language learning strategies instruction. The
emphasis is on the effectiveness of the instruction and difficulties encountered during
implementation. Although participants received different types of professional development, their
reactions to actual implementation of strategies instruction were similar, as described below.
Effectiveness of Strategies Instruction

All participating teachers believed that strategies instruction was generally effective.
Teachers felt that by using the strategies students had to pay closer attention to the language task
than they would have otherwise. One teacher stated that it was motivating to students to understand
how and why they were doing an activity because students then became actively involved in the
learning process. She further described language learning strategies instruction as a "very caring

approach.” In other words, she showed concern for how students were learning as opposed to
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focusing only on what students knew. In this way, teacher and student worked together on the
actual learning process with the goal of students becoming self-regulated learners (Derry, 1986).

Teachers also said the degree of impact of language learning strategies instruction depended
on several classroom variables. For example, they believed that the instruction’s effectiveness was
related to student abilities. In a ranking task, teachers divided the class into high achieving,
medium achieving, and low achieving students. Teachers felt that students in the middie third, or
average students, received the most benefit from strategies inscruction. Teachers indicated that the
high achievers already used the strategies and were easily bored with the instruction. On the other
hand, teachers said the low achievers did not have sufficient motivation to learn the strategies.
Several teachers implemented strategies instruction in Honors classes but decided that in the future
they would focus on it more in their regular classes. Teachers agreed that language learning
strategies instruction worked best when targeted at average learners.

The effectiveness of language learning strategies instruction also depended on relationships
between individual strategies and students’ level of study. The first group of teachers (1990-1992)
unanimously supported strategies for learning vocabulary in the first year of language study.
Teachers found Directed Attention, Selective Attention, Grouping, and many of the elaboration
strategies (Contextualization, Personalization, Visualization) beneficial for first year students
because such strategies assisted the vocabulary memorization process. Although beginning level
classes included activities for reading, listening, speaking, and writing, teachers concluded that
students needed the most support in building up their vocabulary base. Individual teachers

occasionally included strategies for a specific skill area based on the emphasis of their curriculum.
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For instance, some teachers used authentic reading texts such as advertisements. They found that
the strategies Inferencing, Using cognates and Prediction were useful for these types of texts.

The second group of teachers (1992-1993) implemented strategies instruction in their third
year intermediate level classes and indicated a preference for reading and listening comprzhension
strategies. According to teachers’ opinions, Predicting, Selectively Attending, Visualizing,
Inferencing, and Summarizing were the most effective strategies for the receptive skills at this level.
Teachers also agreed that it was better to focus on a cluster of related strategies as opposed to a
single strategy. Thus, reading and listening were taught as processes that required preparation,
monitoring, problem-solving, and evaluation. Teachers said that this model provided them with
a structured and organized format which facilitated teaching receptive skills (see Chapter II for
a detailed description and illustration of the Model for Comprehension).

Although this project did not focus on advanced level students, teachers suggested that
strategies for writing and speaking would be appropriate for level four classes. At level four,
teachers believed student: hed made the transition from mimicking language structures to actual
creation of new utterances. Because writing and speaking tasks began to resemble those for native
speakers, teachers believed that the transition from classroom to real life tasks could be facilitated
with appropriate learning strategies.

Affective strategies were perceived to be beneficial for all students regardless of level.
Students needed these coping strategies when they became frustrated or overwhelmed with learning

a foreign language. For instance, teachers believed Seif-Talk or Positive Reinforcement helped
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students maintain motivation. Cooperation when working with classmates was also considered
important, especially for high school students.

The teacher opinions of which strategies were best suited for student level may only be
relevant to the particular languages and type of curriculum studied by this project. The matching
of strategy to student level is related to the types of tasks emphasized by the curriculum at this
level. However, teachers’ feedback provided some evidence that strategy use is task dependent.

Difficulties Implementing Language Learning Strategies Instruction

Use of English. All teachers were concerned about an increase in the use of English during
strategies instruction in their foreign language classes. Although participants admitted using English
for clarification purposes in their classes prior to language leamning strategies instruction, they
thought language learning strategies instruction may have caused them to use more English. The
use of English seemed greater during the beginning stages of language learning strategies instruction
than during later stages. The initial presentation of learning strategies, including increasing
students’ awareness of their own learning processes, necessitated the use of English. However, as
students became familiar with the strategies, teachers found they could keep more of the strategies
instruction in the target language. The type of strategy and/or activity also determined the amount
of English used. For instznce, teachers thought that Thinking Aloud had to be done in English
because students did not have the proficiency for verbalizing abstract thought processes in the target
language (See Chapter III for student perceptions about thinking aloud in the target language.). In

contrast, Selectively Attending and Summarizing could be done in the target language.

1n2




97

After a year of experience with language learning strategies instruction, the ieachers
generally agreed that they could use less English in their future strategies lessons. As teachers’
self-perceptions of compeience using strategies instruction increased, their use of English during
strategies instruction decreased. Another suggestion for minimizing English was to develop simple
terminology for language learning strategies instruction in the target language. Although the
strat>gies were named in the target language, additional definitions and phrases for discussing
language learning strategies instruction would have encouraged greater use of the target language.
Such phrases were provided to Spanish teachers in the second cohort, but use of the phrases could
have been emphasized more during professional development.

Time. In the beginning stages of implementation, teachers were concerned about the amount
of additional class time spent on strategies instruction. They thought that less language material
would be covered because of time allocated to strategies discussions. During the initial presentation
of strategies, teachers did have to devote class time to discussions promoting student awareness of
learning processes. However, when questioned at the end of the academic year, teachers agreed
they covered just as much, if not more, material than they would have normally.

Another time-related issue that emerged concerns the relationship between strategies and
language skills. One teacher (1992/1993) complained that by focusing strategies use exclusively
on reading and listening strategies, she sacrificed speaking activities. In the future, this need not
be the case, especially because language tasks often require several skills. The instruction can

include strategy combinations for more than one skill.
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Student motivation. Lack of student motivation proved to be a difficulty for some teachers
implementing language learning strategies instruction. The problem was characterized by student
apathy or unwillingness to use the strategies. Certain students, though never an entire class, were
uncooperative and caused class management problems. Teachers were generally able to control
these problems, but were concerned that students were becoming bored with language learning
strategies instruction.

Teachers cited three factors they believed contributed to negative student reaction: repetitive
presentation of strategies, excessive explicitress, and inappropriate strategy choices. The
repetitiveness was due to teaching a limited number of strategies during an academic year. The
strategies were continually recycled with the goal that they would become part of students’
procedural knowledge. Teachers also thought students became bored with the constant explic. - :ss
of the language learning strategies instruction. The explicitness reached a point where teachers felt
it became unnatural and force i. Negative student reactions also occurred when vocabulary learning
strategies were repeated from first year into an intermediate level ianguage course.

These three issues indicated that at a certain point students had accepted strategies they found
beneficial and did not want to be given frequent reminders to use them. The instruction needed to
be better scaffolded so that the explicit prompts gradually faded as students began to take
responcibility for using strategies. The idea of fading prompts was supported by the fact that
students expressed interest and cooperation in the beginning of language learning strategies
instruction. Teachers reported that as long as the strategies were new, most students were attentive

and willing to try them. However, explicit instruction was difficult to maintain over an academic
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year with a limited number of strategies for this age group of students. Teachers thought that either
new strategies had to be introduced or the strategies that had already been amply practiced needed
only occasional reminders.
Conclusions

The findings based on the qualitative data in this chapter indicate that certain factors lead to
the successful integration of strategies instruction with content material. First, teachers must be
willing to commit themselves and a certain amount of their time to acquiring a basic understanding
of strategies theory. Scripted strategies lessons are necessary for providing teachers with a model
to follow. However, strategies lessons are most successful when developed by the teacher using
her own materials. Interaction and collaboration with other colleagues also engaged in learning
strategies instruction enables teachers to share ideas and brainstorm solutions to problems. Finally,
the strategies instructional model needs to be scaffolded so that explicitness graduaily fades as

students begin to accept greater responsibility for learning.
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CHAPTER VI
INFORMAL ASSESSMENT OF LANGUAGE SKILLS
Overview
Foreign language educators usually rely on formal summative assessment
measures such as achievement tests to monitor students’ progress. However, relying
solely on formal assessment excludes the benefits of ongoing evaluation of the
instructional process, as well as student involvement in assessing their own. learning
skills. This chapter presents the results of the Assessment of Language Skills for
Instruction study, which investigated the role of teacher and student informal evaluation
measures for Japanese, Spanish, and Russian high school foreign language classes.
The following research questions were investigated in this study:
1. Does periodic informal assessment of student learning by teachers enhance
teachers’ awareness of student progress?
2. Does periodic self-assessment and review of progress in language learning
contribute to a perceived sense of self-efficacy as a second language learner?
Objectives
The principal goal of this study was to develop and test alternatives to formal
proficiency assessment in foreign language instruction in high school Japanese, Russian,
and Spanish classes. The two types of alternative assessment investigated were informal
teacher evaluations and student self-evaluations. The informal instruments were used by

teachers to assess students’ performance according to curriculum objectives, in addition
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to overall language learning ability and effort. Student self-assessment required students
to become active participants in the learning process by establishing or becoming aware
of learning goals and assessing their progress towards these goals. The study also
developed an instrument of seif-efficacy, which measured students’ level of confidence
in being able to complete representative language tasks.
Methods
Subjects
For each language--Russian, Spanish, and Japanese--one high school teacher and
one class of her beginning level students participated The Japanese class of 22 students
was located in a private high school. The 23 Russian students attended a public school,
as did the 26 Spanish students. (For more information concerning subjects, see Chapter
IL.)
Instrumen
Data collection instruments for this study were: (a) a Self-Efficacy Questionnaire,
in which students gauged their confidence to successfully complete representative foreign
language learning tasks; (b) Student Self-Assessment Worksheets, which students used
to review and evaluate their progress toward their own objectives or specific curriculum
objectives; (c¢) Language Tests, which assessed students’ performance in each of the
targe¢ languages (d) Teacher Ratings for assessing students’ progress in meeting course

objectives; and (e) Teacher Rankings of students as high achievers, average achievers,
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or low achievers according to their overall language performance (see Chapter II for
more detailed descriptions of the instruments).
rocedures

Table 8 on the following page provides a summary of the procedures, which
were similar for each of the participating classes.

The content of the assessment materials was established based on each foreign
language curriculum and specific course materials of participating teachers. Research
staff met with individual teachers to further ensure content validity of the measures and
to determine the exact format for facility of use. The frequency of teacher-researcher
meetings varied across languages--monthly for the Russian and Spanish teachers and
weekly for the Japanese teacher. Because a main component of the study was to
individualize the materials based on the teacher’s perception of how assessments could
be most beneficial, the measures reflected input from the teacher as well as from the
researchers.

The materials were administered at the end of a chapter, unit, or lesson, depending
on the curriculum. Russian and Spanish participants received the forms approximately
monthiy for six months. Japanese participants received the forms weekly for two months

in the spring semester.
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Table 8. Informal Assessment of Language Skills: Summary

Japanese Russian Spanish
Subjects
Teachers 1 1 1
Students 22 23 26
Instryments
Self-Efficacy
Questionnaire / /
Pretest
Posttest
Student Self Assessment Weekly Monthly Monthly
Worksheets Spring 1992 1991-1992 1991-1992
After Unit Academic Year Academic Year
Test Before Unit Test Before Unit Test
Language Test
Pretest
Posttest / / /
Teacher Ratings Weekly Monthly Monthly
Spring 1992 1991-1992 1991-1992
After Unit Academic Year Academic Year
Test Before Unit Test Before Unit
Test
Teacher Rankings
Pretest
Posttest / / /
Procedures
Individual Meetings
With Teachers / / /

Input and Feedback from
Teacher

v

v

v

Basis of Foreign Langnage
Curriculum

Textbook

Proficiency Functional
Objectives
No Textbook

Textbook
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Findings
The results of the study are divided into two categories, (1) assessment materials
developed for each language; and (2) quantitative findings.
Informal Assessment Mate;.als
While the types of information collected by the assessment materials varied with the
curricula, teacher and student response options were identical across languages. Teachers
used the following scale:

1= Meets Objective--the student has fully attained the objective indicated in this
area and can perform the activity unassisted;
2= Needs Improvement--The student meets the objective in this area on some
occasions but needs assistance on others;
3= Does Not Meet Objective--the student usually needs assistance to perform the
objective in this area.

Student response options were:

1= I can do this easily.
2= I had problems doing this.
3= I can’t do this yet.

Appendix A contains examples of student and teacher assessment forms for each
language.
Japanese

An important product of this study was a set of Japanese assessment worksheets

that the teacher and students found beneficial in tracking student progress. The teacher
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was interested in evaluating students’ progress towards specific course objectives that she
had established and specificd to the researchers. Examples of these objectives are:

-Knows how to tell timie: 1 minute to 10 minutes
-Can say "I’'m hungry."”

-Can say "I am asking too much" in two ways

A joint decision was made between researchers and the Japanese teacher to give
students evaluation items identical to those on the teacher’s forms. The teacher wanted
to compare her perceptions of students’ progress with students’ perceptions of their
progress. Therefore, the students’ checklist contained the same objectives as the
teacher’s, but the statements were in the first person singular form (e.g., I can say "I am
asking too much" in two ways). Students completed the assessment measures after taking
the lesson test, but before they saw the results of their tests. The teacher completed her
forms after students had taken the lesson test so that her evaluations were based on
students’ performances.
Russian

The Russian assessment forms were developed for a school district that had recently
begun a new preficiency-based foreign language curriculum organized around topics with
functional objectives. The teacher gave these objectives to the researchers at the
beginning of each unit to ensure content validity of the assessment measures. Examples
of the types of objectives included on the teacher forms were:

-Student can describe his/her own home.
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-Student can understand descriptions of houses.

-Student can read authentic ads related to housing.

In addition to language proficiency tasks, the Russian teacher also rated students on
learning behaviors. This enabled her to identify students’ strengths and weaknesses for
learning in relation to the course objectives. Examples of teacher evaluation of students’
learning behaviors were:

-Student completes homework assignments on time.
-Student pays attention in class.

-Student is willing to initiate problem-solving techniques.

Both teacher and student assessment measures were used near the end of instruction
on a theme, but before the unit test, so that areas needing improvement could be
addressed before the formal assessment.

The Russian student self-assessment forms corresponded to each theme and
contained statements describing proficiency-related language tasks, which were chosen
based on course objectives. The student forms contained similar but not necessarily
identical information as the teacher forms. Examples of student evaluation statements
were:

-I can tell someone I am not feeling well.
-I can describe mzmbers of my family and friends.

-I can tell someone what classes I take at school.
Students were able to base their responses on actual performance because

worksheets also required students to test themselves by performing the task in Russian.
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Completing the measures before the unit tests gave students the opportunity to identify
and clarify problem areas.
Spanish

The Spanish assessment forms were based on the textbook, which included teacher
objectivés and student review tests for each chapter. Both teacher and students
completed the forms at the end of the chapter but before the unit test. The two measures
contained similar, but not identical, objectives.

The teacher assessment form included statements describing students’ ability to
perform language proficiency tasks based on the objectives in the textbook. Examples
of these types of statements were:

-Student can express preferences for clothing and color.
-Student can identify seasons of the year.

-Student can express likes and dislikes for fcod.

The teacher also assessed her students on learning behaviors which allowed her to
look for possible reasons behind students’ class performances. Statements describing
learning behaviors included:

-Student recognizes cognates.
-Student is able to learn vocabulary for the chapter.
-Student understands spoken Spanish in listening activities.

Students assessed their abilities to perform tasks presented at the end of eacn

chapter in the student review test. The assessment forms instructed students to do a
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specific section of the review test, and then to complete the self-evaluation measure. The
Spanish student assessments were in the form of questions. Examples included:

- How sure are you that you could use es or son and the correct indefinite

article with place names?

- How sure are you that you could use the verb ir appropriately in given

sentences?

- How sure are you that you could state your transportation preferences to a
partner?

The student assessment measures were designed to make students more aware of their
abilities by examining their progress in the class.
Teachers’ Informal Assessments and Formal Measures of Language Performance
The first research question addressed was how well teachers were aware of student
progress. Correlations were calculated between the informal assessment of Teacher
Rankings and the formal assessmént of the Language Tests. Both of these instruments
were admiaistered as pretests and posttests; that is they were administered before and
after implementation of the ongoing informal assessment measures. The rankings
consisted of teachers’ perceptions of student performance according to the three
categories of high, average, and low. Teachers were instructed to rank students
independently of each other as opposed to making comparisons. The language tests,
developed by researchers, collected information on students’ performance on language

tasks.
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The Japanese Teacher Rankings had a high correlation with the Japanese Language
Test (r=-.847, p=.000). The correlation coefficient is negative because of the different
scales used on the two measures. A low number of 1 represented higher performance
on the Teacher Rankings, but a higher number on the Language test represented greater
achievement. The strong, direct relationship indicates that the Japanese teacher was able
to successfully rank her students’ progress, according to their achievement on a formal
measure.

In the Russian and Spanish assessment study classrooms, Teacher Rankings were
not significantly correlated with the respective Language Tests. A major difference in
the informal assessment forms between the Japanese class forms and the Russian and
Spanish classes was that the Japanese teacher completed her forms after grading students’
achievement on unit tests, whereas the Russian and Spanish teachers completed the forms
before observing students’ test results. Conceivably, the Japanese teacher could have
used the achievement scores to develop her ranking. At least, the teacher’s perceptions
were probably influenced by the formal assessment results.

Teachers’ Informal Assessments and Students’ Informal Assessments

Because identical objectives were rated by the teacher and students in the Japanese
class, correlations between teacher and student assessment responses were calculated
based on averages of responses across the lessons. An overall correlation coefficient of
(r=.701, p=.000) indicated a moderately strong relationship between student self-

assessment and teacher assessment.
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In the Russian and Spanish classes, objectives on teachers’ informal assessments
differed somewhat from those on students’ self-assessment. In these classes, therefore,
the teacher ranking, rather than teacher assessments, was compared with student seli-
assessments. Both the Russian and Spanish classes showed significant, moderate
correlations (r=.443, p=.033) and (r=.439, p=.030), respectively. The data indicate
that on informal measures teachers viewed students’ abilities similarly to how students
perceived their own abilities.

Student Gains in Self-efficacy

To begin investigation of the second research question regarding students’ perceived
sense of self-efficacy, a t-test was conducted to compare the pretest and posttest scores
on the Self-efficacy Questionnaire to see if levels of self-confidence increased over six
months of study. The Russian students’ self-efficacy was significantly higher at posttest
than it was at pretest (t;;=2.39, p=.029). The Spanish students’ level of confidence for
language learning also made a significant increase (t,,=2.15, p=.049). Student self-
efficacv data were unavailable for the Japanese students.

1f-effi uestionnair nt Seif- sments

To continue investigation of the second research question, a correlational analysis
was conducted to measure the relationship between student responses on the self-
assessment forms and on the Self-efficacy Questionnaire. The Russian student self-
assessment ratings had a moderate relationship with the measure of self-efficacy (r=-

.435, p=.036). The Spanish data also showed a moderate relationship (r=-.426,
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p=.044). As discussed earlier, the correlation coefficient is negative because of the
different scales used on the two measures. On the student self-assessment, low numbers
represented greater confidence, but on the Self-efficacy Questionnaire higher numbers
represented greater confidence. Therefore, the two measures were actually directly
related; higher confidence on one measure corresponded with higher confidence on the
other. Both of these measures seemed to tap students’ self-confidence with various
language tasks. The cri:ical difference between the measures was the specificity of tasks.
The self-assessments focused on specific language tasks (e.g., How confident are students
about their understanding of the apartment advertisement they just read?), whereas the
Self-efficacy Questionnaire focused on more general language learning tasks (e.g., How
confident are students that they could understand newspaper articles?). Because the
measures were otherwise similar, the correlation between them seems to support the
validity of each as a measure of self-efficacy, whether more global or more specific.
tudents’ Performance on Formal A ment Measures and Students’ Ratings or:

Informal Self-assessments

The data were analyzed to see whether individual differences in students’ overail
self-assessment were related to their language performance. The correlation between
students’ performance on the Language Test and their self-assessment responses was
significant (r=-.46, p=.020) only for the Japanese class. The Russian and Spanish
classes did not show a relationship between the Language Tests and students’ self-

assessment worksheets.
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Discussion
hers’ Informal A ment of nt I eaming

The teachers’ informal assessment instruments were designed to enable teachers to
monitor students’ progress towards curriculum objectives as an ongoing daily, weekly,
or monthly process. The process was supposed to enhance teachers’ awareness of each
student’s progress so that instruction could be individualized to meet the specific needs
of students. The rationale behind informal assessments differed from formal achievement
measures, in that the latter measured students’ performance only as an end result with
little recourse for addressing problem areas (i.e., summative, rather than formative
assessment). Parts of the informal evaluation materials required teachers to rate students’
learning behaviors so that they could determine more specifically why students succeeded
or failed in reaching course goals.

In general, the three teachers indicated that these informal measures helped them
monitor individual student progress. Under ideal conditions (i.e., limited student
numbers and ample class preparation time), teachers could have spent more time focusing
on the individual student, making the measures more beneficial. Teachers cited lack of
time as the biggest obstacle for using the instruments. In addition, two of the teachers
had over a hundred students to contend with on a daily basis, a number that hindered the
use of such instruments in all their classes. On the other hand, teachers did validate the

use of such instruments by stating that they often did this kind of ongoing assessment
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mentally. They agreed that having the assessment on paper allowed them to go back and
review a student’s progress, which was often difficult or impossible to do mentally.

Across the languages, teachers’ informal assessment measures were positively
correlated with the students’ informal self-assessment measures. This finding supports
the validity of the informal evaluation instruments because it indicates that teachers and
students were perceiving learning abilities and progress similarly. That is, if a teacher
assessed a student as successfully accomplishing course objectives, then that student also
felt that he or she was able to perform the language tasks. If a student did not feel
competent to complete the language tasks, then the teacher was also likely to view the
student as not meeting course objectives.

One type of informal assessment required teachers to rank their students overall
language learning abilities as high, medium, and low before and after implementation of
the informal assessments based on course objectives. To investigate whether teachers
would be more accurate in their rankings after a period of monitoring individual student
progress, the rankings were correlated to the proficiency tests for each language. The
Japanese class had a high correlation between the two instruments, but the Russian and
Spanish were not significant. Several differences between the language tests may have
accounted for the different results. First, the Japanese language test was achievement-
based. It contained items specifically related to the course objectives. The Russian and
Spanish tests were proficiency-based, so the items were not tied to the curriculum.

Another important factor regarding these tests was that they were developed and written
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by the researchers, not the teachers. Because the Japanese class participated for only one
semestzr in the spring, the teacher reviewed the test after she had been teaching the class
for five menths. Thus, she had a clear idea as to what items should be included. The
Russian and Spanish language tests were written several months prior to the start of the
school year. The teachers had a general idea of the course content, but as with any
language class, changes were made due to students’ abilities and teachers’ decisions of
material appropriateness. Thus, it could be that the language tests for the Russian and
Spanish classes were not as accurate or valid as the one in Japanese. The high
correlation of the two Japanese instruments seems to indicate that the teacher did have
an accurate perception of students’ abilities.
nts’ Self- sment 1f-effi
The second research question investigated students’ sense of self-efficacy as a
second language learner in relationship to the use of periodic self-assessment. Although
a causal relationship between the two instruments cannot be determined due to limitations
of the study and the number of outside variables that could also affect self-efficacy, the
measures were analyzed to determine gains and correlations.
Significant gains in self-efficacy were achieved by the Russian and Spanish students

over a six-month period. This seems to indicate that as students acquired more

knowledge of the target language, they became more confident in their abilities to

accomplish representative language tasks such as learning new words or coping in

authentic discourse situations. The language tasks shown on the Self-efficacy
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Questionnaire were slightly above the students’ current level of performance, so the
increase in confidence reflects how students felt about their overall language learning
abilities and not just how they perceived their abilities in class.

A correlational analysis conducted between the Self-efficacy Questionnaire and the
monthly self-assessment worksheets revealed that the two instruments had a moderate
positive relationship. Both instruments required students to assess their abilities to
perform language tasks but the self-assessment worksheets were focused on specific
course goals. The positive correlation between the two instruments increases the content
validity of both: Students who indicated a high confidence level on the more global Self-
efficacy questionnaire also evaluated themselves highly on the more specific self-
assessment worksheets.

Correlations were also conducted between the self-assessment worksheets and the
language tests to determine the accuracy of students’ self-assessment. As with the
Japanese teacher informal assessment, the Japanese student self-assessments were
significantly related to the formal language measure. Students were able to accurately
predict how well they had learned the material. The Russian and Spanish student
informal assessments did not significantly correlate with the language tests. However,
as discussed previously in regard to the teacher informal ~<sessments, the lack of
significance could be related to problems associated with the Russian and Spanish
language tests, which were developed by researchers and were not achievement-based or

curriculum-based.
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Regérding students’ reception of the self-assessment worksheets, initially they
expressed to their teachers a degree of resistance toward doing self-evaluations. Teachers
believed that this was because students were not accustomed to evaluating theinselves and
felt it was the teacher’s responsibility. Furthermore, in the beginning the worksheets
were not graded by teachers, leading students to believe the assessments were optional
and merely time consuming. The Russian and Spanish teachers later made the
worksheets part of the course requirements increasing students’ motivation for completing
them. The Japanese teacher required completion of the forms from the beginning.

The ideal learner would be eager to accept responsibility for his/her own learning.
However, most students need additional incentives, especially if they are taking the
course to fulfill a requirement. The researchers believe that the informal assessments can
make a valuable contribution toward language learning because they assist the individuai
in closer self-examination that may lead to more successful learning experiences.
However, additional research is needed regarding causal relationships between informal
and formal assessments, as well as between informal assessments and perceptions of self-

efficacy.
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CHAPTER VI
CGINNCLUSION

In the first part of this chapter we summarize the two studies conducted by
Georgetown University as part of the National Foreign Language Resource Center
activities in 1990-1993. This is followed by a discussion of the studies’ major
accomplishments, and information about the dissemination activities undertaken. The
next section explores emerging issues in language learning strategies instructior.

Summary of the Studies

The objectives, subjects, instructional context, instructional design and
implementation, instruments, and yearly activities for each study are described briefly
in this section. More detailed information on research questions, methodology, and
results is provided in Chapters I through VI of this report.

Objectives

The main objective of the study Methods for Teaching Learning Strategies in the
Foreign Language Classroom was to develop effective learning strategies instruction for
beginning and intermediate level high school Russian and Spanish classrooms. Questions
addressed included which strategies would be most appropriate for high school classes,
how the strategies could be implemented within the curriculum, and what effects
strategies instruction has on students.

The main objective of the study Assessment of Language Skills for Instruction

was to investigate the use and impact of informal assessments by teachers and students
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in high school Japanese, Russian, and Spanish classrooms. Questions addressed
concerned the relationship of informal assessment to teachers’ awareness of student
progress, and the role of student self-assessment in promoting students’ self-efficacy as
language learners.

jects and Instruction ntex

Both studies were conducted in a mid-Atlantic metropolitan area with high school
Japanese, Russian, and Spanish teachers and their students. Three public school districts
and one private school participated in the studies. Over the three years of the studies,
two Japanese teachers, four Russian teachers, and seven Spanish teachers collaborated
in implementing the study. Over the three years, a total of 36 high school students of
Japanese, 239 students of Russian (of which 26 participated for two consecutive years),
and 390 students of Spanish participated in the studies. One teacher and classroom for
each language participated in the assessment study. The Russian and Spanish assessment
study teachers and students also participated in the learning strategies study.

During the pilot-testing year (1990-1991) and the first year of instructional
intervention (1991-1992), differences existed in curriculum and instructional approaches
between participating teachers. The curriculum was textbook-based in some of the
classes, whereas the other high school classes followed a proficiency-based curricuium
developed by the teachers. In the third year of the project, all participating classrooms

were in the same school district and followed a similar theme-based curriculum which
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used a variety of both teacher-developed and commercially produced instructional
materials.
In ional Design Implementation

Insiructional materials designed to explicitly teach learning strategies were
developed and implemented for the Russian and Spanish classrooms participating in the
learning strategies study. These lessons were integrated with the specific curriculum
each teacher was using. Thus, for the proficiency-based curriculum in the Russian
classrooms and in the Year 3 Spanish classrooms, the learning strategies lessons provided
activities related to each unit theme. Learning . -ategies lessons for Year 2 Spanish
classrooms were linked to the textbook unit being studied. The lessons provided an
introduction to students about the value of learning strategies, definitions and
explanations of how to use the strategies, both individual and cooperative activities for
practicing and evaluating the strategies. The guidelines for teachers included additional
explanations, suggestions for modeling the strategies, and directions for conducting and
evaluating the strategies activities. Strategies instruction was developed for learning
vocabulary, ﬁsténing comprehension, reading comprehension, speaking, and self-
regulated learning. Strategies taught are identified and defined in Table 3 (page 26).

In the third year of the study a problem-solving process model for comprehension
was developed and implemented in participating classrooms. This model provided a
metacognitive framework for explaining and practicing the strategies (see Figure 1 on

page 31).
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Instrumen

Instruments were developed to collect data from both students and teachers.
Parallel forms of the students instruments were developed for Russian and Spanish which
reflected the language being studied and the types of language activities encountered in
the class. Questionnaires administered to students in the learning strategies study
included: a Background Questionnaire to gain information about students’ age, gender,
native language, and previous language study; a Learning Strategy Questionnaire (LSQ)
designed to elicit the frequency with which students used strategies for the types of
language tasks they encountered in their class; a Self-efficacy Questionnaire (SEQ) which
asked students to rate their degree of self-confidence for accomplishing different learning
tasks in the target language; and open-ended questionnaires administered to students at
the mid-year point and end of year (for Spanish in Year 3) to expiore the degree to which
they found the strategies instruction useful. Information about students’ language
proficiency and achievement was collected through criterion-referenced Language Tests
(LT), and a Teacher Ranking Scale in which teachers used criteria developed jointly by
teachers and researchers to rank their students’. proficiency levels.

Classroom observaticns were recorded on an Observation Summary Form, and
teachers’ cftitudes and recommendztions about the learning strategies instruction were
elicited through structured interviews guided by a Teacher Interview Guide. Spanish

teachers in Year 3 also completed a Teacher Questionnaire about the effectiveness of
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the strategies instruction using the scripted strategies lessons developed by project staff.
Sample instruments used in the learning strategies study appear in Appendix A.
Instruments described above that were also used for the assessment study included:
the Self-efficacy Questionnaire, the Language Tests, and the Teacher Ranking Scale. The
Japanese form of the student measures had been developed for a separate study on
learning strategies in Japanese instruction (see Chamot et al., 1993). Additional
instruments used in the assessment study were Student Self-assessment Worksheets for
students to evaluate their own progress towards reaching course objectives, and Teacher
Ratings for teachers to informally assess students’ level of mastery of course objectives.

Sample instruments used in the assessment study appear in Appendix A.

Yearly Activities

The design of the learning strategies study called for development activities during
the first year, followed by implementation of strategies instruction in high school Russian
and Spanish classrooms in the second and third years. The activities for the assessment
study were carried out during the first and second years of the research studies conducted
as part of the Georgetown University/Center for Applied Linguistics National Foreign
Language Resource Center.

Activities in Year 1 (1990-1991) focused on securing teacher and school district
collaboration, observing classrooms to gain an understanding of the instructional

approaches being implemented, and interviewing students to discover the strategies they
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used for different language tasks. Information gathered from classroom observations and
student interviews was used to develop the LSQ, which was piloted in spring 1991.
Responses were compared to responses on the student interviews, and LSQ items were
revised as necessary to reflect student language used to describe particular strategies.
Draft versions of the SEQ, Background Questionnaire, LTs, Student Self-assessments, and
Teacher Rankings were also developed in Year 1. A major activity during Year 1 was
the selection of learning strategies to teach beginning level Russian and Spanish students
and the development of preliminary learning strategies lessons for teachers to use in
subsequent years of the study. These lessons were designed to be integrated with the
regular class work that each participating teacher was planning for the following year.
For Spanish, this involved developing lesson to accompany a beginning level textbook.
For Russian, the teachers’ handwritten lessons designed around the themes providing the
framework for the school district’s proficiency-oriented curriculum were revised to
include strategies instruction and desktop published. Appendix B provides sample
Russian and Spanish lessons.

In Year 2 of the study (1991-1992), the strategies lessons developed in Year 1 were
used by participating teachers to implement strategies instruction in a quasi-experimental
design in the leaming strategies study. Three Russian and two Spanish classrooms
implemented language learning strategies instruction, while one classroom for each
language served as a control in which no strategies instruction took place. All

participating students were pre- and posttested with the LSQ, SEQ,, and LT, and the
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Background Questionnaire was administered at the time of the pretest. At the time of
the posttest, teachers ranked their students as High, Medium, or Low in language
abilities and achievement. In early 1992, students completed a Mid-year Questionnaire
on which they recorded their independent use of strategies and gave reasons why they
used or did not use the strategies that had been taught. Correlations were conducted
between the instruments and comparisons were made between the classes receiving
learning strategies instruction and the control classes.

Also in Year 2, data were collected on informal assessment in a Japanese, a
Russian, and a Spanish beginning level classroom. Student self-assessments and teacher
ratings on student performance were collected in each classroom on a regular basis.
These were compared to each other, to student performance on the L7, and to students’
levels of self-confidence as language learners as expressed in the SEQ.

In Year 3 of the study (1992-1993), strategies instruction was developed and
implemented for intermediate level Russian and Spanish. The instruments used in Year
2 were revised to reflect the instructional focus of Year 3, and administered as pretests
and posttests. A quasi-experimental design was used to compare a strategies instruction
class with a non-strategies class in Russian. Six intermediate level Spanish classrooms
were randomly assigned to either control classrooms or experimental classrooms
receiving strategies instruction, and two other Spanish classes also received strategies
instruction. (See Chapter IV for further discussion regarding the quasi-experimental and

experimental designs and results of the study.) A Teacher Imterview Guide and
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Observation Summary Form were used to gather information on teachers’ perceptions of
the strategies instruction and on classroom observations. A problem-solving process

model for strategies instruction which organized the sirategics within a metacognitive

Vframework was presented in both the Russian and the Spanish experimental classrooms.

Strategies lessons developed reflected the new framework and incorporated suggestions
made by participating teachers.
Major Accomplishments
Strategies Identification
Researchers worked with participating teachers to identify the learning strategies
that would be most beneficial to students for each teacher’s curriculum. Through
consultations with teachers and classroom trials, a number of appropriate strategies were
identified for beginning level Russian and Spanish classes. Strategies selected by
teachers in Year 1 and implemented in Year 2 included: four metacognitive strategies
(Directed Attention, Self-evaluation, Selective Attention, and Metacognitive Planning);
seven cognitive strategies (Transfer, Visualization, Personalization, Contextualization,
Grouping, Inferencing, and Prediction); and one social strategy (Cooperation). (See
Table 3 for definitions of these strategies.) Most of the strategies were identified with
their Russian or Spanish names, such as Ojo (Directed Attention).
In Year 3 the strategies were organized within a problem-solving process model
which emphasized metacognitive knowledge and strategies for Planning, Monitoring,

Problem-Solving, and Evaluating. Strategies taught as part of this metacognitive
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framework included Activating Background Knowledge (Elaboration), Predicting,
Selectively Attend, Use Imagery, Personalize, Question for Clarification, Draw
Inferences, Verify Predictions, and Summarize.
Implementation of Tanguage Learning Strategies Instruction

A primary task underlying the success of this study was developing a system for
the effective implementation of strategies instruction in the foreign language classroom.
Since teachers were to be the ones implementing the instruction, an important
achievement was the identification and development of a framework for teaching learning
strategies (Figure 5). The framework described the technique of scaffolding strategies
instruction so that in the early stages teachers had responsibility for explaining and
modeling the strategies, but students gradually increased their responsibility until they
could independently use the strategies.

In addition, a significant improvement in the delivery of strategies instruction was
the development of a problem-solving process model which not only organized the
strategies by task (i.e., Planning, Monitoring, Problem-Solving, Evaluating), but also
provided structure for developing metacognitive knowledge in both teachers and students.
The model used an analogy of a mountain climber (Figure 1) to illustrate the sequential
stages of a task and types of strategies that could be selected for each stage. Teachers
found the strategies model successful in communicating a rationale and concrete examples

for a strategic approach to language learning.
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Professional development activities also included a workshop in which the
framework and model were introduced to teachers, sample strategies lessons with
guidelines to teachers for developing their own lessons, and meetings with teachers as
a group or individually to provide feedback and discuss any emerging issues. The
effectiveness of this approach was evident as teachers began writing their own strategies
lessons that were naturally integrated into regular class activities. Teachers preferred
developing lessons themselves and students’ reactions to the teacher’s strategies lessons
were positive. Observations also indicated that the teachers’ lessons were explicit and
spontaneous.

Interviews with teachers and observation of classes revealed some patterns in the
implementation and perceived affects of strategies instruction. The strategies teachers
and students identified as most effective sometimes varied across levels of language
study. The tasks in the first year of language study were different than at the
intermediate level. The selection of appropriate strategies depended greatly on the
language learning task. For instance, teachers at the beginning level emphasized
vocabulary development which led to a greater use of memorization techniques. A main
focus at the intermediate level was reading and listening, so appropriate strategies
assisted in these comprehension processes. The close relationship between task and
strategy was further supported through evidence provided by students’ reactions which
became negative when a strategy was inappropriately chosen (i.e., using visualization for

a reading passage that was not visually-oriented).
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Teachers felt that the instruction had more of an impact on students with average
learning abilities than students who were above or below average. However, they also
indicated that all students could benefit from the instruction because it helped students
to become more aware of their learning process and allowed teachers to show concern
for how students were learning as well as what they were learning. The strategies
instruction also provided students with a structured approach to language tasks, thus
eliciting students’ attention throughout activities.

The majority of students found the strategies instruction helpful. Many students
said that the strategies helped them understand better and see new ways for learning.
Some students who did not find the instruction helpful responded that they already used
the strategies or had other strategies. In either case, it was clear at the conclusion of
each year’s strategies instruction, students were familiar with the instructed strategies and
knew how to apply them. Students could also report preferences for strategies that they
personally found effective, rejecting strategies that did not work for them. These
expressions of strategy preferences indicated that students had become aware of their
own language learning process.

Students’ Self-efficacy for Language Learning

The research also investigated students’ level of self-efficacy for representative

language learning tasks (i.e., learning a list of new vocabulary, reading classroom text).
The data collected through the Self-efficacy questionnaire indicated that students’ levels

of self-efficacy increased over an academic year. As students increased their knowledge
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of the target language they became more confident in their language leamning abilities.
Furthermore, in some cases, the degree of confidence was correlated to students’
language performance suggesting that more effective learners are also more confident
about their abilities. A correlation was also found between students’ levels of self-
efficacy and the frequency with which they used the learning strategies. Students who
reported using strategies more often also reported greater confidence for language
learning. The information obtained in these studies indicates that further investigation
into the causal affects between learning strategies use, seif-efficacy, and performance
seems promising.
Teacher and Student Informal Assessments

The development of alternative assessment instruments provided beginning level
Japanese, Russian, and Spanish teachers and students with useful tools for ongoing
evaluations of students’ progress. Information teachers received from completing the
informal assessment rating scales allowed them to make adjustments to the curriculum
to fit the needs of the students. Students self-assessment worxsheets encouraged students
to become more aware and involved in their learning process. Data collected on the
informal assessment instruments revealed that student responses on the self-assessment
worksheets correlated with their responses on the self-efficacy questionnaire. In addition,
teachers’ responses on the informal assessment scales correlated with students’ responses
on the self-assessment worksheets. In other words, if a teacher evaluated a student

positively, then that student also assessed their own progress positively. These findings
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reveal that students were aware of their own learning ahilities and could identify their
strengths and weaknesses, which is the first step towards self-regulated learning.
% Summary of Accomplishments
The major accomplishments for each study are summarized below.
Methods for Teaching Learning Strategies in the Foreign Language Classroom
® A number of language learning strategies were tested in foreign language
classrooms, resulting in the identification of appropriate strategies for the study
of Russian and Spanish at beginning and intermediate levels.
® Professional development activities for teachers were effective in assisting
teachers to implement the strategies instruction.
® A problem-solving process model for strategies instruction was developed, and
students in classrooms using the model increased their use of lear. ng strategies
over the school year.
® Teachers viewed strategies instruction positively and provided valuabie
information on methods of teaching language learning strategies.
® Most students thought the strategies were helpful, selected preferred strategies,
and used many of the instructed strategies on their own.
® Students’ self-confidence in their ability as language learners was correlated to

their use of language learning strategies.
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Assessment of Language Skills for Instruction

Students increased in self-confidence as language learners over the school year.
Correlations were found between teachers’ informal assessment of students and
student self-assessment.

Correlation were found between student seif-assessment and self-confidence in
the Spanish and Russian classrooms.

A positive relationship was found between the teacher’s informal assessment

and students’ formal test performance in Japanese.

Dissemination Activities

Information about the studies and samples of strategies lessons and assessment

instruments developed for high school students of Russian and Spanish were disseminated

at conferences and teacher workshops throughout the three years of the studies Methods

for Teaching Learning Strategies in the Foreign Language Classroom and Assessment

of Language Skills for Instruction. The presentations were met with a high level of

interest by foreign language teachers, many of whom expressed the desire to add a

learning strategies component to their instruction. This interest among foreign language

teachers provide further indication that strategies instruction is acceptable to many

teachers of foreign languages. Another aspect of dissemination was that the study was
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described or cited in a number of phlications. Other specific dissemination activities

are listed below.

Conference Presentations:
1.

Georgetown University Round Table on Lansuages and Linguistics, 1991. 1.
Michael O’Malley and Anna Uhl Chamot: "Learning strategies: Implications for
language learning methods."

Georgetown University Round Table on Languages and Linguistics, 1992. Sarah
Barnhardt, Jill Robbins, Gilda Carbonaro, Motoko Omori, and Fumiko Yuasa:
"Implementing language learning strategies instruction.*

Georgetown University Round Table on Languages and Linguistics, 1993. Anna
Uhl Chamot and J. Michael O’Malley: "Teaching for strategic learning: Theory
and practice.” Anna Uhl Chamot, Sarah Barnhardt, Jill Robbins, Gilda Carbonaro,
Pamela Beard El-Dinary, and Rachel Brown: "Report on learning strategies studies
at Language Research Projects, Georgetown University."

American Council on the Teaching of Foreign Languages, 1991. Anna Uhl

Chamot, J. Michael O’Malley, and Sarah Barnhardt: “"Learning strategies in
foreign language instruction.”

American Council on the Teaching of Foreign Languages, 1992. Anna Uhl Chamot
and Sarah Barnhardt: "Learning strategies and assessmznt in foreign language

instruction. "
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11.

American Council on the Teaching of Foreign Languages, 1993. Anna Uhl Chamot

and Sarah Barnhardt: "How to teach and assess learning strategies in the foreign
language classroom.”

Conference on the Teaching of Foreign Languages and Literatures, Youngstown
State University, 1991. Anna Uhl Chamot: "Teaching learning strategies in the
foreign language classroom."

NEH Russian Institute, Bryn Mawr College, 1991. Anna Uhl Chamot and Sarah
Barnhardt: "Integrating learning strategies into the Russian classroom."
American Educational Research Association, 1992. Anna Uhl Chamot: "Learning
strategy instruction in the foreign language classroom."” J. Michael O’Malley:
"] earning Strategies, learner effectiveness, and self-efficacy in foreign language
instruction."”

Teachers of English to Speakers of Other Languages, 1992. Anna Uhl Chamot and
J. Michael O’Malley: "Teaching our students how to learn.”

National Association for Bilingual Education, 1992. Anna Uhl Chamot: "Teaching

learning strategies in the language classroom."

Teacher Workshops:

1.

Three day training institute for foreign language instructors in Language Training

Division at the Office of Training and Education, Washington, DC (1991).
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2. One day workshop for foreign language teachers in Alief Independent School

District, Houston, TX (1993).

lications:

1. Chamot, A.U. (1993). Student responses to learning strategy instruction in the
foreign language classroom. Foreign Language Annals 26: 308-321.

2. Chamot, A.U. (1991). Cognitive instruction in the second language classroom: The
role of learning strategies. In Linguistic uage Teaching and Language

Acquisition: The Interdependence of Theory, Practice. and Research, edited
by J.LE. Alatis. Georgetown University Round Table on Languages and
Linguistics 1990. Washington, DC: Georgetown University Press.

3. Chamot, A.U., & O’Malley, J.M. (1993). The CALLA handbook: How to

implement the Cognitive Academic T anguage I.earning Approach, pp. 183-186.
Reading, MA: Addison-Wesley.

4. Chamot, A.U., & O’Malley, J.M. (1993). Teaching for strategic learning: Theory
and practice. In J.E. Alatis (Ed.), ic Interaction an uage
Acquisition: Theory, Practice, and Research. Georgetown University Round
Table on Languages and Linguistics 1993. Washington, DC: Georgetown
University Press. "

5. Chamot, A.U., & O’Malley, J.M. (forthcoming). Language learner and learning

strategies. In N.C. Ellis (ED.), Implicit and explicit learning of languages. San
Diego, CA: Academic Press.

6. O’Malley, J.M. (1991). The cognitive basis for second language learning. InJ.E.
Alatis (Ed.), Linguistics. Language Teaching and Language Acquisition: The
Interdependen Theory, Practice Research. Georgetown University
Round Table on Languages and Linguistics 1990. Washington, DC:
Georgetown University Press.

7. O’Malley, J.M., & Chamot, A.U. (forthcoming). Learning strategies in second

language learning. In A. Lewy (Ed.), International Encyclopedia of Education.
2nd ed. Oxford: Pergamon Press.
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8. O’Malley, J.M., & Chamot, A. U. (forthcoming). Learner characteristics in
second language acquisition. In A.O. Hadley (Ed.), Research in language
learning: Principles, processes, and prospects. ACTFL Foreign Language
Education Series, 1993. Lincolnwood, IL: National Textbook Company.

9. Barnhardt, S. (1992). Learning strategies in a high school Russian classroom.
Unpublished master’s thesis. Washington, DC: George Washington University.

Additional proposals for future conferences and for refereed journal articles have
been submitted, but information about acceptance had not been received at this writing.
Emerging Issues in Strategies Instruction

In carrying out this study, a number of issues have emerged that merit thoughtful
consideration by language learning strategies researchers and practitioners. Although
these issues became prominent in this study, which focused on beginning and
intermediate levels Russian and Spanish instruction, they represent concerns that apply
to strategies instruction for any language. In this secticn we address three major issues
in strategies instruction that have not yet been resolved.

Language of Strategies Instruction

When strategies instruction is presented in beginning level classes, the language of
strategies instruction is necessarily the native language or a language that students
understand well. This is because students are not yet proficient enough in the target
language to comprehend explanations about strategy value and applications. However,
in proficiency-based foreign language classrooms, teachers attempt to conduct almost all
of the class in the target language. Therefore, any r~course to native language

explanations (for example, for learning strategies instruction) may be perceived as
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detrimental to target language acquisition. On the other hand, if students are still
thinking in their native language at the beginning stage of foreign language acquisition,
then abstract concepts such as learning strategies are probably most accessible through
their native language.

In this study we sought to mitigate this difficulty by providing Russian and Spanish
names for the instructed strategies, which we hoped would help teachers provide some
of the strategies instruction in the target (rather than the native) language.  This
approach was successful, especially for the Spanish classes, because cognates could be
found for most of the strategy terms. Cognates could not always be found in Russian
and students perceived the Russian terms which were not cognates as additional
vocabulary items so a combination of Russian and English was used for the strategy
names.

The issue of language of strategies instruction becomes less problematic at higher
levels of language study, when students have developed sufficient proficiency in the
target language to understand the instruction without recourse to English. The third year
high school students of Spanish were able to understand and even discuss learning
strategies in the target language. When questioned about the difficulty of thinking aloud
in Spanish, a little over half of tlie intermediate-level students indicated that they felt it
was easy to think-aloud in Spanish.

Teachers’ experience implementing strategies instruction also affected the amount

of target language used for the instruction. As teachers became more familiar and
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comfortable with the strategies, they were better able to keep instruction in the target
language. Strategies lessons developed by teachers were almost exclusively in the target
language, whereas the sample lessons used early in the school year consisted of a mixture
of native and target language explanation. All teachers felt that they could use less
explanation in the native language for future strategies instruction.
Amount of Strategies Instruction

Another issue in strategies instruction concerns the number of strategies to be taught
in a course and the amount of time needed for the explicit instruction. Students, and
even teachers, may find a large number of strategies difficult to distinguish and
remember. On the other hand, students need to be exposed to a variety of strategies if
they are to develop a strategic repertoire from which they can select strategies
appropriate to a specific language task. In this study, Year 3 teachers who used the
Problem-solving Model for Comprehension mentioned that they felt they didn’t pay as
much attention to the production skills because the strategies model focused only on
comprehension. These teachers would have liked to have included more strategies in the
model so that production skills could also be addressed. The number of strategies most
effective for a class probably depends upon the individual curriculum and the types of
tasks assigned in the class.

The amount of time devoted to explicit strategies instruction is difficult to ascertain
in advance. Some students, for example, seemed to need only an introduction and

overview to the learning strategies and other students indicated that they were already
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using the strategies. Still other students appeared to need a considerable amount of
explicit instruction and activities for practicing the strategies. Gauging the right amount
of explicit strategies instruction and knowing when students are ready to use the
strategies independently is an issue which likely has to be decided on a case by case

basis, depending on the composition of individual classes.

Future Research Directions on Tearning Strategies for Foreign Ianguages

An important need for future research is intervention studies with larger numbers
of students and teachers. ILarger numbers increase statistical power, thus facilitating
investigation of causal effects among strategies use, self-efficacy, and performance. In
addition, the type of research conducted in this study needs to be extended to other
languages and levels of language study. Longitudinal research on the development and
continuation of strategies applications as students increase their language proficiency
would help to further determine an appropriate sequence for strategies instruction at
beginning, intermediate, and advanced levels of study.

Considerable research remains to be done on teaching methods for strategies
instruction. The amount and timing of explicit instruction needs to be further explored,
perhaps through simple experiments with individual strategies for specific language tasks.
Similarly, the amount and type of professional development for teachers interested in
integrating strategies instruction in their foreign language classroom needs additional

study.
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In the interest of having more students continue their study of foreign language
beyond the elementary level, it would be beneficial to use a method that helps students
to feel more confident about their ability to learn a language, which is what learning
strategies use seems to do. Producing a generation of American students with ample
opportunities to gain fluency in another language requires that we carefully examine our
methods of teaching and look for ways to improve the learner’s prospects for success.
Learning strategies instruction merits further research as a way of promoting successful

foreign language learning.
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APPENDIX A-1.1
BACKGROUND QUESTIONNAIRES
BEGINNING LEVEL (1991-1992)




Name: Date:

BACKGROUND QUESTIONNAIRE

1. Your age? Male or female?
2. Your year of high school: freshman sophomore junior senior
3. Have you ever lived in or visited the Soviet Union? Yes No

If yes, when and fcr how long?

4, Do any of your relatives speak Russian? Yes No
If yes, who?

3. Have you ever studied Russian before? Yes No
If yes, for how long? ' In what setting?

6. Why do you want to study Russian? What do you expect to gain by learning this
language?

7. What is your native language?

If English is nor your native language,
how old were you when you learned English?

8. Were (are) languages other than English spoken in your home? Yes No
9. List other languages you know or are studying AND circle your proficiency (e.g., how
well you can read, write, listen or speak this language).
LANGUAGES " Minimal Fluent
1. listen 1 2 3 4 5
speak 1 2 3 4 5
read 1 2 3 4 5
write 1 2 3 4 5
?. 153




LANGUAGES Minimal Fluent

2. listen 1 2 3 4 5
speak 1 2 3 4 5
read 1 2 3 4 5
write 1 2 3 4 5

You have finished this questionnaire. ‘Thank you for your time and cooperation.

wn
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Name: ' Date:

BACKGROUND QUESTIONNAIRE

1. Your age? Male or female?
2. Your year of high school: freshman sophomore junior senior
3. Have you ever lived in or visited a Spanish-speaking country? Yes No

If yes, when and for how long?

4. Do any of your relatives speak Spanish? Yes No
If yes, who?

5. Have you ever studied Spanish before? Yes No
If yes, for how long? In what setting?

6. Why do you want to study Spanish? What do you expect to gain by learning this
language?

7. What is your native language?

If English is nor your native language,
how old were you when you learned English?

8. Were (are) languages other than English spoken in your home? Yes No

S. List other Iahguages you know or are studying AND circle your proficiency (e.g., how
well you can read, write, listen or speak this language).

LANGUAGES . Minimal Fluent

1. listen 1 2 3 4 5
speak 1 2 3 4 5
read 1 2 3 4 S
write 1 2 3 4 S
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LANGUAGES Minimal Fluent

2. . listen 1 2 3 4 5
speak 1 ‘2 3 4 s
read 1 2 3 4 5
write 1 2 3 4 5

You have finished this questionnaire. Thank you for your time and cooperation.
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BACKGROUND QUESTIONNAIRES
INTERMEDIATE LEVEL (1992-1993)
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Name: Date:
Background Questionnaire
Age: . Gende: = M F
Year: Freshman Sophmore Junior Senior
Level in Russian: I o v " Nadve Language:
Have you studied Russian before? |Where did you study Russian? | How long did you

Y N

study it?

Have you visited Russia?
Y N

When were you there?

How long were you -

there?

Do any of your reladves speak
Russian?

Y N

Are/Were languages other
than English spoken in your
home?

Y N

Do you use another
language at home?

Y N

List other languages you know or are studying and mchcate how well you can h.Sten to,
sp=ak, read, or write these languages.

ILanguage: (Circle the number that shows your ability) -

Minimal Fluent
listen 1 2 3 4 5
speak 1 2 3 4 5
read 1 2 3 4 5
write 1 2 3 4 5

Language: (Circle the number that shows your ability)

Minimal ' : Fiuent
listen 1 2 3 4 5
speak 1 2 3 4 5
read 1 2 3 4 5
write 1 2 3 4 5

What do you expect to gain by learning Russian?




Name:

Background Questionnaire

Date:

1. Age: | 2. Gender: M F
3. Year: Freshman Sophmore Junior Senior
4. Major: 5. Minor:

6. Have you studied Spanish
before?
Y N

7. Where did you study
Spanish?

8. How long did you
study it?

9. Have you ever visited a
Spanish-speaking country?

10. If you did visit a
Spanish-speaking country,
when were you there?

11.How long were you
there?

Y N
12. Do any of your relatives | 13.Are/Were languages 14. Do you use another
speak Spanish? other than English spokez in | language at home?
Y N | your home? Y Y N
N

15. List other languages you know or are studying and indicate how well you can listen
to, speak, read, or write this language.

1st foreign (Circle the number that shows your ability)
language:
Minimal Fluent

listen 1 2 3 4 5
speak 1 2 3 4 5
read 1 2 3 4 5
write 1 2 3 4 5

2nd foreign (Circle the number that shows your ability)

language:

Minimal Fluent

listen 1 2 3 4 S
speak 1 2 3 4 5
read 1 2 3 4 5
write 1 2 3 4

16. What do you expect to gain by Jearning Spanish?
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LEARNING STRATEGY QUESTIONNAIRES
BEGINNING LEVEL (1991-1992)
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Name: "~ Date:

LEARNING STRATEGIES IN THE RUSSIAN LANGUAGE CLASS -- -

Directions: As part of a research project on language learning, we would like you to
complete this questionnaire about what you actually do when performing certain tasks in
your Russian class.

The questionnaire describes four tasks you might encounter in your Russian class. Each
task is presented on a separate page. Below each task are statements describing learning
techniques. practices, tools, or strategies you might use to perform the task.

Please read the description of each task. Then read each statement about possible study
techniques. Circle one of the opdons (Never, Rarely, Sometimes, Usually, or Always) to
show how often you do the actvity described.

This list is not complete, so if you do anything else, please jot it down in the space
provided at the end of each page.

There are no right or wrong answers. There are only answers that tell what
you actually do.




TASK 1: Learning new vocabulary in Russian

Description of the Task: You study different themes or chapters in class. You have

to learn new vocabulary (words, phrases, and expressions) for each theme or chapter.

--> How do you go about learning the new words, phrases, and

10.

expressions?

I concentrate very hard on the vocabulary, putting away things which might distract

me.
Never Rarely Sometmes Usually Always

I use lists or flashcards to learn the vocabulary.

Never Rarely Sometimes Usually Always

I imagine myself using the word or phrase in an appropriate situaton.

Never Rarely Sometimes Usually Always
I write sentences or make up a story using the new words and expressions.
Never Rarely Sometimes Us_ally Always
I oy to relate the vocabulary o myself, my interests, and personal experiences.

Never Rarely Sometmes Usually Always

I visualize what the words or phrases mean, or I imagine or draw a picture that I can

associate with the new vocabulary.
Never Rarely Sometimes Usually Always

I ry to see if new words look or sound like words I know in English (or another
language).

Never Rarely Sometimes Usually Always
I put similar words or expressions into groups or categories.
Never Rarely Sometimes Usually Always

At the end of each theme or chapter I check myself to see if I have learned the
vocabuiary.

Never Rarely Sometimes Usually Always
I practice the words and expressions using real objects.

Never Rarely Sometimes Usually Always
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>>> Are there any other things you do when you learn new words,
phrases, expressions in Russian?

I (Sometimes, Usually, Always)
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TASK 2: Listening to Russian in class

Description of Task: In a typical class period, your teacher uses Russian to give
directions, explain new material, review old material, ask questions, and tell stories.

--> How do you go about listening to Russian in class?

11. Before listening, I consider the topic and think about what kinds of information and
words I might expect to hear.

Never Rarely Sometimes Usually Always
12. I consciously decide in advance what I need to listen for and then I listen specifically

for that information.

Never Rarely Sometimes Usually Always

13. When I don't understand something the teacher says, I tend to tune out.

Never Rarely Sometimes Usually Always
14. I write down any new words, phrases, or rules my teacher says.

Never Rarely Sometimes Usually Always
15. Tlisten specifically for words I know to get the gist of the topic.

Never Rarely Sometimes Usually Always

16. When I hear a new word in class, I mentally check if it's similar to a word I know in
English or Russian. '

Never Rarely Sometimes Usually Always
17. Ifind myself translating what the teacher says back into English so I can understand.
Never Rarely Sometimes Usually Always

18. If Idon't understand something I hear, I try to guess what it means, based on what
I've understood up to that point.

Never Rarely Sometimes Usually Always
19. Iy torelate what I'm hearing to my own experiences or to information I already

know.

Never Rarely Sometimes Usually Always

20. While listening, I picture in my mind what I ama hearing.

Never Rarely Sometimes Usually Always




TASK 3: Speaking Russian in class

Description of Task: Your teacher requires class participation in every class. This
means you have to speak Russian in class, including asking and answering questions,
pardcipating in oral drills, and talking to classmates during group work.

--> How do you go about speaking Russian in class?
23. Ilisten carefully to what I say and correct myself when I know I've made a mistake.
Never Rarely Sometimes Usually Always

24. T watch the listener's reaction to what I've said to see if I'm making sense.

Never Rarely Sometimes Usually ~  Always
25. I think of situations in real life in which I might actually have to talk about the given

topic.

Never Rarely Sometimes Usually . Always
26. When working in groups with classmates, I try to keep the conversations irn Russian

only.

Never Rarely Sometimes Usually Always
27. Iy to practce talking about things that relate to my own life and personal

experiences.

Never Rarely Sometimes Usually Always

28. T use only what I am sure I know how to say in Russian, so that others can
understand me.

Never Rarely Somegmes Usually Always
29. I practice speaking Russian with classmates or others outside of class.

Never Rarely Sometimes Usually Always
30. After speaking, I think about how I could have said things better.

Never Rarely - Sometimes Usually - Always

31. Atthe end of each chapter or theme, I evaluate how well I am able to speak about the
topic covered in the lesson.

Never Rarely Sometimes Usually Always

>>> Are there any other things you do or think about when you're speaking
Russian in class?




22.

>>>

. -After listening, I think about what I understood, and I check how well I prepared

myself to listen.
Never Rarely Sometimes Usually Always

At the end of each theme or chapter, I check myself to see how well I can understand
conversations about the topic covered in the lesson.

Never Rarely Sometmes Usually Always

Are there any other things you do to help yourself understand the
Russian you hear in class?

I (Sometimes, Usually, Always)
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I (Sometimes, Usually, Always)




TASK 4: Reading in Russian

Description of the Task: The teacher gives you an ad from a Russian newspaper.
You have to read and answer questions about the ad.

--> How do you ge about understanding the ad so you can answer the
questions?

32. Before I try to read the ad, I glance through it quickly and look at the overall format to
try to get a general idea of what it is about.

Never Rarely Sometimes Usually Always

33. I first look for words I know, skipping over words I don't know for the time being.

Never Rarely Sometimes Usually Always
34. Tuse what I already know about the topic to try and gﬁess the meaning of unfamiliar

words.

Never Rarely Sometimes Usually Always

35. Ilook up every unfamiliar word in the dictionary as I come to it.
Never Rarely Sometmes Usually Always

36. When I don't know a word, I look to se if it resembles a word in English- and if it
does, I assume the meaning is similar.

Never Rarely Sometimes Usually Always
37. Ilook atthe quesiions first, then I read to find the information I need.

Never Rarely Sometimes Usually Always
38. If possible, I work on the ad with another student so we can figure it out together.

Never Rarely Sometimes Usually Always

>>> Are there any other things you do to help yourself read Russian?
I (Sometmes, Usually, Always)

You have finished this questionnaire. Thank you very much for your
cooperation.




Name: Date:

LEARNING STRATEGIES IN THE SPANISH LANGUAGE CLASS

Directions: As part of a research project on language learning, we would like you to
complete this questionnaire about what you actually do when performing certain tasks in
your Spanish class. .

The questionnaire describes four tasks you might encounter in your Spanish class. Each
task is presented on a separate page. Below each task are statements describing learning
techniques. practices, tools, or suategies you might use to perform the task.

Please read the description of each task. Then read each statement about possible study
techniques. Circle one of the options (Never, Rarely, Sometmes, Usually, or Always) to
show how often you do the activity described.

This list is not complete, so if you do anything else, please jot it down in the space
provided at the end of each page.

There are no right or wrong answers. There are only answers that tell what
you actually do.
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TASK 1: Learning new vocabulary in Spanish

Description of the Task: You study different themes or chapters in class. You have
to learn new vocabulary (words, phrases, and expressions) for each theme or chapter.

--> How do you go about learning the new words, phrases, and
expressions?

1. I concentrate very hard on the vocabulary, putting away things which might distract
me.

Never Rarely Sometimes Usually Always
2.- Irepeateach word or expression over and over again.

Never Rarely Sometimes Usually Always
3. I use lists or flashcards to learn the vocabulary.

Never Rarely Sometimes Usually Always
4. 1 specifically pay close attention to grammar points affecting the use of the word.

Never Rarely Sometimes Usually Always
5. Iimagine myself using the word or phrase in an appropriate situadon.

Never Rarely Sometimes Usually Always
6. Itry to relate the vocabulary to myself, my interests, and personal experiences.

Never Rarely Sometimes Usually Always

7. 1visualize what the words or phrases mean, or I imagine or draw a picture that I can
associate with the new vocabulary.

Never Rarely Sometimes Usually Always
8. Ity to see if new words look or sound like words I know in English (or another

language).

Never Rarely Sometimes Usually Always

9. I put similar words or expressions into groups or categories.

Never Rarely Sometimes Usually Always
10. At the end of each theme or chapter I check myself to see if I have learned the

vocabulary.

Never Rarely Sometimes Usually Always




11. Ipractice the words and expressions using real objects.
Never Rarely "~ Sometimes ' Usually ~  Always

>>> . Are there any other things you do when learn you new words,
phrases, expressions in Spanish? .

I (Sometimes, Usually, Always)
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TASK 2: Listening to Spanish in class

Description of Task: In a typical class period, your teacher uses Spanish to give
directons, explain new material, review old material, ask questions, and tell stories.

--> How do you go about listening to Spanish in class?

12. Before listening, I consider the topic and think about what kinds of information and
words I might expect to hear.

Never Rarely Sometimes Usually Always

13. Iconsciously decide in advance what I need to listen for and then I listen specifically
for that information.

Never Rarely Sometimes Usually Always

14. When I don't understand something the teacher says, I tend to tune out.

Never Rarely Sometimes Usually Always
15. I write down any new words, phrases, or rules my teacher says.
Never Rarely Sometimes Usually Always
16. When I hear a new word in class, I mentally check if it's similar to a word I know in
English or Spanish.
Never Rarely Sometdmes Usually Always

17. 1 find myself translating what the teacher says back into English so I can understand.
Never Rarely Sometimes Usually Always

18. IfI don't understand something I hear, I try to guess what it means, based on what
I've understood up to that point.

Never Rarely Sometimes Usually Always

19. Ijotdown key words to help myself remember what has been said.

Never Rarely Sometimes Usually Always
20. Iy to relate what I'm hearing to my own experiences or to information I already

know.

Never Rarely Sometimes Usually Always

21. While listening, I picture in my mind what I am hearing.

Never Rarely Somedmes Usually Always




22. Atthe end of each theme or chapter, I check myself to see how well I can understand
conversations about the topic covered in the lesson.

Never Rarely ~  Sometimes ~ Usually ~ Always
>>> Are there any other things you do to help yourself understand the
Spanish you hear in class?

I (Sometimes, Usually, Always)
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TASK 3: Speaking Spanish in class

Description of Task: Your teacher requires class participation in every class. This
means you have to speak Spanish in class, including asking and answering questions,
participating in oral drills, and talking to classmates during group work.

--> How do you go about speaking Spanish in class?
23. 1 listen carefully to what I say and correct myself when I know I've made a mistake.
Never Rarely Sometimes Usually Always

24. I watch the listener's reaction to what I've said to see if I'm making sense.

Never Rarely Sometimes Usually Always
25. I-+hink of situations in real life in which I might actually have to talk about the given

topic.

Never Rarely Sometimes Usually Always
26. When working in groups with classmates, I try to keep the coaversatons in Spanish

only.

Never Rarely Sometimes Usually Always
27. Ity to practce talking about things that relate to my own life and personal

experiences.

Never Rarely Sometimes Usually Always

28. Iuse only what I am sure I know now to say in Spanish, so that others can
understand me.

Never Rarely Sometimes Usually Always
29. Ipractice speaking Spanish with classmates or others outside of class.

Never Rarely Sometimes Usually Always
30. After speaking, I think about how I could have said things better.

Never Rarely Sometimes Usually Always

31. Atthe end of each chapter or theme, I evaluate how well I am able to speak about the
topic covered in the lesson.

Never Rarely Sometimes Usually Always




>>> Are there any other things you do or think about when you're speaking
Spanish in class?

I (Sometimes, Usually, Always) ST e




TASK 4: Reading in Spanish

Description of the Task: The teacher gives you an ad from a Spanish newspaper.
You have to read and answer questions about the ad.

--> How do you go about understanding the ad so you can answer the

32.

33.

34.

36.

37.

38.

questions?

Before I try to read the ad, I glance through it quickly and look at the overall format to
try to get a general idea of what it is about.

Never Rarely Sometimes Usually Always
I first look for words I know, skipping over words I don't know for the time being.
Never Rarely Sometimes Usually Always

I use what I already know about the topic to try and guess the meaning of unfamiliar
words.

Never Rarely Sometimes Usually Always
I look up every unfamiliar word in the dictionary as I come to it.
Never Rarely Sometimes Usually Always

When I don't know a word, I look to see if it resembles a word in English- and if it
does, I assume the meaning is similar.

Never Rarely Sometimes Usually Always
I look at the questions first, then I read to find the information I need.

Never Rarely Sometimes Usually Always
If possible, I work on the ad with another student so we can figure it out together.

Never Rarely Sometimes Usually Always

>>> Are there any other things you do to help yourself read Spanish?

I (Sometimes, Usually, Always)

You have finished this questionnaire. Thank you very much for your
cooperation.
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Name: Date:

LEARNING STRATEGIES IN THE RUSSIAN LANGUAGE CLASS

Directions: As part of a research project on language learning, we would like you to
complete this questionnaire about what you actually do when performing certain tasks in
your Russian class.

The questionnaire describes two tasks you might encounter in your Russian class. Each
task is presented on a separate page. Below each task are statements describing learning
techniques. practces, tools, or strategies you might use to perform\thc task.

Please read the description of each task. Then read each stazement about possible study
techniques. Circle one of the opdons (Never, Rarely, Sometimes, Usually, or Almost
Always) to show how often you do the actvity described.

This list is not complete, so if you do anything else, please jot it down in the space
provided at the end of each page.

There are no right or wrong answers. There are only answers that tell what
you actually do.
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TASK 1: Reading Russian

Description of Task: Reading is a useful activity for learning Russian. You may
often read dialogues, short stories, texts, ads, and articles in Russian as part of classwork
Or on your own. '

--> HFow do you go about reading in Russian?

1.

(¥3)

10.

Before I read, I think of what I already know about the topic.

Never Rarely Sometimes Usually Almost Always
I decide in advance what my reading purpose is, and then I read for that information.
Never Rarely Sometimes Usually Almost Always
Before reading, I try to predict what the text will be about.

Never Rarely Sometimes Usually Almost Always
First I look at the questons, then I read to find the information I need.

Never Rarely Sometimes Usually Almost Always

While reading, I see if the information makes sense based on what I already know
about the topic.

Never Rarely Somedmes Usually Almost Always
As I'read I check to see if my predictions were correct.

Never Rarely Sometimes Usually Almost Always
While reading, I keep a list of new vocabulary.

Never Rarely Sometimes Usually Almost Always
I make mental picturcs of what I am reading.

Never Rarely Sometimes Usually Almost Always

I use the context, like farniliar words and pictures, to help me guess the meanings of
unfamiliar words.

Never Rarely Sometimes Usually Almost Always

Even when I don't know every word, I use all available information to figure out
what I am reading. . .

Never Rarely Somedmes Usually Almost Always
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11.

12.

14.

16.

>>>

I identify what I don't understand <o I can come up with a precise question to solve
the problem.

Never Rarely Sometimes Usually Almost Always

I use highlighters, boxes, or some other visual system to identify important
information in the passage.

Never Rarely Sometmes Usually Almost Always
After reading, I‘evaluate whether what I read made sense.

Never Rarely Sometmes Usually Almost Always

I make summaries of importanz informaton that I have read.

Never Rarely Sometimes Usually Almost Always

After reading, I decide whether the strategies or techniques I used helped me
understand.

Never Rarely Sometmes Usually Almost Always
I write down due dates for future reading assignments.
Never Rarely Sometimes * Usually Almost Always

Are there any other things you do to help yourself understand when
reading Russian?

I (Sometimes, Usually, Almost Always)
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TASK 2: Listening to Russian in class

Description of Task: An important part of learning Russian is being able to
uaderstand when you listen to Russian. You want to be able to understand your teacher,
classmates. tapes, and native speakers.

--> How do you go about listening to Russian?

17.

18.

19.

20.

21.

22.

24.

25.

Before listening, I think about what I already know about the topic.

Never Rarely Sometimes Usually Almost Always
Idecide in advance what I need to listen for, and then I listen for this informaton.
Never Rarely | Sometimes Usually Almost Always
Before listening, I consider the topic and make predictions.

Never Rarely Sometimes Usually Aimost Always

Before listening, I decide to focus on whatever words I recognize so I can understand
as much as possible.

Never Rarely Sometimes Usually Almost Always

To let us know you are reading these items, don't circle anything here; just go on the
next one.

Never Rarely Sometimes Usually Almost Always
As 1 listen, I check to see if my predictions were correct.
Never Rarely Sometimes Usually Almost Always
While listening, I picture in my mind what I am hearing.
Never Rarely Sometimes Usually Almost Always

I try to relate what I'm hearing to my own experiences or to information I already
know.

Never Rarely Sometimes Usually Almost Always

If I don't understand something I hear, I try to guess what it means, based on what
I've understood up to that point.

Never Rarely Sometimes Usually Almost Always




26.

27.

28.

29.

31.

33.

>>>

Even when I don't understand every word, I use all available information to figure
out what I am hearing.

Never Rarely Sometimes Usually Almost Always

I try to pinpoint which words or phrases I don't understand so that Ican ask the
speaker for a specific explanation.

Never Rarely Sometimes Usually Almost Always
After listening, I decide if what I thought I understood makes sense.

Never Rarely Sometimes Usually Almost Always
After listening, I summarize the information I heard.

Never Rarely Sometimes Usually Almost Always
After class, I look over my notes and fill in gaps.

Never Rarely’ Sometimes Usually Almost Always

After I finish listening, I evaluate how well my listening techniques or strategies
worked.

Never Rarely Sometimes Usually Almost Always
I record my homework assignments for the next day.
Never Rarely Sometimes Usually Almost Always

I write down grades for listening assignments so I can keep track of my overall
grade.

Never Rarely Sometimes Usually Almost Always

Are there any other things you do to help yourself understand when
listening to Russian?

I (Sometimes, Usually, Almost Always) -

You have finished this questicnnaire. Thank you very much for your
cooperation.




LEARNING STRATEGIES IN THE SPANISH LANGUAGE CLASS

Directions: As part of a research project on language learning, we would like v.u to
complete this quesdonnaire about what you actually do when performing certain tasks in
your Spanish class.

The questionnaire describes two tasks you might encounter in your Spanish class. Each
task is presented on a separate page. Below each task are statements describing learning
techniques, practces, tools, or soategies you might use to perform the mask.

Please read the descripton of each rask. Then read each statement about possible
techniques. Circle one of the options (Never, Rarely, Sometimes, Usually, or Almost
Always) to show how often you do the acuvity described.

This list is not complete, so if you do anything else, please jot it down in the space
provided at the end of each page.

There are no right or wrong answers. There are only answers that teil what
you actually do.




TASK 1: Reading Spanish

Description of Task: Reading is a useful actviry for learning Spanish. You may
often read dialogues, short stories, texts, ads, and articles in Spanish as part of classwork
OT On your owmn. :

--> How do you go about reading in Spanish?
1.  Before I read, I think of what I already know about the topic.
Never Rarely Somedmes Usually Almost Always

I decide in advance what my reading purpose is, and then I read for that informaton.

[N

Never Rarely Sometdmes Usually Almost Always

(¥3]

Before reading, I oy to predict what the text will be about.
Never Rarely Somedmes Usually Almost Always
4. FirstIlook at the quesdons, then I read to find the informadon I need.

Never - Rarely Somedmes Usually Almost Always

(]}

While reading, I see if the informadon makes sense based on what I already know
about the topic.

Never Rarely Sometmes Usually Almost Always
6.  AsIread, I check to see if my predictions were correct.

Never Rarely Sometmes Usually Almost Always

~)

While reading, I keep a list of new vocabulary.
Never Rarely - Sometmes Usually Almost Always
8. I make mental picmures of whar I am reading.

Never Rarely Somedmes Usually Almost Always
9. I use the context, like familiar words and pictures, to help me guess the meanings of

unfamiliar words. T

Never Rarely Sometmes Usually Almost Always
10. Even when I don't know every word, I use all available information to figure out

what [ am reading.

Never Rarely Somedmes Usually Almost Always

[0}




11.

14.

16.

>>>

I identify whar I don't understand so I can come up with a precise quesdon to solve
the problem.

Never Rarely Sometimes Usug_lly ' 'Almost Always

I use highlighters, boxes, or some other visual system to identify important
informadon in the passage.

Never Rarely Sometmes Usually Almost Always
After reading, I evaluate whether what I read made sense.

Never Rarely - Somedmes Usually Almost Always
I make summaries of important information that I have read.

Never Rarely Sometdmes Usually Almost Always

After reading, I decide whether the swategies or techniques I used helped me
understand.

Never Rarely Sometmes Usually Almost Always
I write down due dates for future reading assignments.
Never Rarely Sometimes Usually Almost Always

Are there any other things you do to help yourself understand when
reading Spanish?

I (Somedmes, Usually, Almost Always)

185

(O3]

-




TASK 2: Listening to Spanish in class

Description of Task: An important part of learning Spanish is being able to
understand when you listen to Spanish. You want to bc able to understand your tcacher
classmates, tapes, and pative speakers.

--> How do you go about listening to Spanish?

17.

18.

19.

8]
0]

(L8]
L)

24.

25.

Before listening, I think about what I already know about the topic.

'Never Rarely Somedmes Usualty Almost Always

I decide in advance what I need to listen for, and then I listen for this informaton.
Never Rarely Somedrmes Usually Almost Always
Before listening, [ consider the topic and make predictons.

Never Rarely Sometmes Usually Almost Always

Before listening, I decide to focus on whatever words I recognize so I can understand
as much as possible.

Never Rarely Somedmes Usually Almost Always

To let us know you are reading these items, don't circle anything here: just go on to
the next one.

Never Rarely Sometmes Usually Almpsr Always
As I listen, I check to see if my predictions were correct.
Never Rarely Somedmes Usually Almost Always
While listening, [ picture in my mind what [ am hearing.
Never Rarely Somedmes Usually Almost Always

I oy to relate what ['m hearing to my own experiences or to mformauon I already
know.

Never Rarely Sometdmes Usually Almost Always

If I don't understand something I hear, I ory to guess what it means, based on what
['ve understood up to that point.

Never Rarely Sometmes Usually - Almost Always .

[y
Ve
3
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26. Even when I don't understand every word, I use all available information to ﬁgure

out what I am hearing.

Never Ra:rcly Sometimes Usually Almost Always
27. Iwy to pinpoint whlch words or phrases I don't understand so that I can ask the

speaker for a specific explanaton.

Never Rarely Sometimes Usually Almost Always

28. After listening, I decide if what I thought I understood makes sense.

Never Rarely Sometmes Usually Almost Always
29. After listening, I surmmarize the informaton I heard.

Never Rarely Sometmes Usually Almost Always

30. After class, I look over my notes and fill in gaps.

Never Rarely Sometimes Usually Almost Always
31. AfterI finish listening, I evaluate how well my listening techniques or smategies

worked.

Never Rarely Sometimes Usually Almost Always

32. Irecord my homework assignments for the next day.

Never Rarely Someumes Usually Almost Always
33. I write down grades for listening assignments so I can keep track of my overall

grade. :

Never Rarely Somedmes Usually Almost Always

>>> Are there any other things you do to help yourself understand when
listening to Spanish?

I (Somedmes, Usually, Almost Always)

You have finished this questionnaire. Thank you very much for yjur
cooperation. :
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LEARNING STRATEGIES REVIEW QUESTIONNAIRE

Name: Date:

You have been practicing the use of leaming strategies to help yourself learn Russian this
year. Here's your chance to tell us whether you like the strategies or not. Please answer
the questions below honestly so that we can improve the instruction and help you learn
Russian better.

Read each strategy name and definition, then answer the questions.

1. BHuUMaHMKe: Deciding in advance to pay attention to a learning actvity and to ignore

distractions.
a. Do you use this strategy on your own in class? YES NO
b. Do you use this strategy at home? YES NO

c. Why do you use this strategy or why not?

2. CenexTuBHOe BHMMaHMe: Deciding to pay attention to specific aspects of an
activity, such as listening for key words or focusing on new grammar.

a. Do you use this strategy on your own in class? YES NO
b. Do you use this strategy at home? YES NO
c. Why do you use this strategy or why not?

3. Cognates: Recognizing Russian words that are similar to a word in English or in
another language you know.

a. Do you use this strategy on your own in class? YES NO
b. Do you use this strategy at home? YES NO
c. Why do you use this strategy or why not?
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rpynnupoBka: Grouping words or phrases that go together in some way to make
them easier to remember; asing the recall game to remember words or other

information.
a. Do you use this strategy on your own in class? YES NO
b. Do you use this sirategy at home? YES NO

c. Why do you use this strategy or why not?

Relating information to yourself: Making personal associations with the new
material to help yourself remember it better.

a. Do you use this strategy on your own in class? YES NO
b. Do you use this strategy at home? YES NO

c. Why do you use this strategy or why not?

kapTUHkK: Creating a picture in your mind or drawing a picture of a word or
phrase to help yourself remember it.

a. Do you use this strategy on your own in class? YES NO
b. Do you use this strategy at home? YES NO
c. Why do you use this strategy or why not?

Koonepauus: Working with a parmer to sulve a task; asking a classmate or friend
for help.

a. Do you use this strategy on your own in class? YES NO
b. Do you use this strate:sy at home? YES NO
c. Why do you use tk.; strategy or why not?

What other strategies do you use?

1::0)




LEARNING STRATEGIES REVIEW QUESTIONNAIRE

Name: Date:

You have been practcing the use of learning strategies to help yourself leam Spanish this
year. Here's your chance to tell us whether you like the strategies or not. Please answer
the quesdons below honestly so that we can improve the insouction and help you lezrn
Spanish better. 7,

Read each smategy name and definidon, then answer the quesdons.

1.

Qo

Ojos: Deciding in advance to pay attention tc a learning activity and to ignore
distwacdons.

a. Do you use this swategy on your own in class? YES NO
b. Do you use this szategy at home? YES NO
c. Why do you use this strategy or why not?

Gafas: Deciding to pay attenton to spscific aspects of an acdviry, such as lisening
for key words or focusing on new grammar.

a. Do you use this strategy on your own in class? YES NO

b. Do you use this sategy at home? YES NO

c. Why do you use this strategy or why not?

Cognados: Recognizing Spanish words that are similar to a word in English orin
another language you know.

a. Do you use this strategy on your own in class? YES NO
b. Do you use this soategy at home? YES NO
¢. Why do you use this strategy or why not?




4. LaPandilla: Grouping words or phrases that go together in some way to make them
easier to remember; using the recall game o remember words or other information.

a. Do you use this strategy on your own in class? YES NO
b. Do you use this strategy at home? YES NO
c. Why do you use this strategy or why not?

protps

5. Eco: Making personal associadons with the new material to help yourself remember it
 ElBes better.
El Eco
-

a. Do you use this strategy on your own in class? YES NO
: C 0 b. Do you use this strategy at home? YES NO
| c. Why do you use this strategy or why not?

6. La Bola de Cristal: Making predictions about the topic of a listening or reading
activity beforehand. .

a. Do you use this strategy on your own in class? YES NO

b. Do you use this swategy at home? YES NO

c. Why do you use this strategy or why not?

7. What other strategies do you use?.
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Name: A Date:

Russian Midyear Questionnaire (1992/93)
How do you learn Russian?

Please answer the following questions about what you do to help
yourself learn Russian. Don't worry about right or wrong answers-
there is only what you do to help yourself so be honest.

1. 'What do good learners of Russian do?

2. What are some things you do to help you learn Russian?

3. What do you do before you start to read or listen to something in
Russian? '

4., What do you do if something doesn't make sense?

5. 'What do you do while reading or listening in Russian to check if
you're understanding?

6. What do you do if you read or hear a word you don't know?




7. What are some things you do to learn new Russian words?

8. After reading, what do you do to check if you understood what
you read or heard?

9. What is your definition of a learning, strategy?

If you received strategy instruction last semester (Fall 1992), please
answer the following three questions.

1. How helpful is it to be taught about leamning strategies?

2. How easy is it to learn strategies?

3. How much.do you like learning sirategy instruction?

Thank you for completing this questionnaire.
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Name: Date:

Spanish Midyear Questionnaire (1992/93)
How do you learn Spanish?

Please answer the following questions about what you do to help
yourself learn Spanish. Don't worry about right or wrong answers-

there is only what you do to help yourself so be honest.

1. What do good learners of Spanish do?

(3]

What are some things you do to help you learn Spanish?

(W3}

What do you do before you start to read or listen to something in
Spanish?

4. What do you do if something doesn't make sense?

5. What do you do while reading or listening in Spanish to check if
you're understanding?

6. What do you do if you read or hear a word you don't know?
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7. What are some things you do to learn new Spanish words?

- 8. After reading, what do you do to check if you understood what
you read or heard?

9. What is your definition of a learning strategy?

If you received strategy instruction last semester (Fall 1992), please
answer the following three questions.

1. How helpful is it to be taught about leaming strategies?

2. How easy is it to learn strategies?

3. How much do you like learning strategy instruction?

Thank you for completing this questionnaire.




APPENDIX A-4
SPANISH STUDENT QUESTIONNAIRE
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N

Name

Strategies Instruction Student Questionnaire

Teacher

Date

The chart below names the strategies that you were taught this year. In the second column, please rank the strategies according to yo
write a 1 next to your favorite strategy, a 2 next to your next favorite, etc. In the third column, circle the word that indicates how {
strategy In Spanish class, at home, and in other classes. In the fourth column, give a brief description or example of how you have

STRATEGY NAME

RANK

PLACE/FREQUENCY USED (circle for each)

DESCRIPTION OF STRATEGY USE

Prediction Spanish class: often sometimes rarely never '
(Pradiccién) At home: often sometimes rarely never
Other classes: often sometimes rarely never
Selective Attention Spanish class: often sometimes rarely never
(Atencién Selectiva) At home: often sometimes rarely never
Other classes: often sometimes rarely never
Imagery Spanish class: often sometimes rarely never
(Visualizacién) At home: often sometimes rarely never
Other classes: often sometimes rarely never
" Personalization Spanish class: often sometimes rarely never
{Personalizacién) At home: often sometimes rarely never
Other classes: often sometimes rarely never
Inferencing Spanish class: often sometimes rarely never
(inferenclas) At home: often sometimes rarely never
Other classes: often sometimes rarely never
Questloning for Spanish class: coften sometimes rarely never
Clarlllcation At home: often sometimes rarely never
(Clarlficacion) Other classes: often somelimes rarcly never
Summarlzing Spanish class: often sometimes rarely never
{(Resuman} At home: often sometimes rarely never
Other classes: oftcn sometimes rarely nevey
Varlflcatlon Spanish class: ofter sometimes rarely rnover
{Vorllicaclén) At home: often sometimes rarely never
' ' Other classes: often sometimes rarely never

Now please complete the other side of this questionnaire.

Q
E MC w!ewlugogv Lerguege Revaerch Prefacis - Moy 1003

IText Provided by e [



1. For each language task listed, check the box if you think learning strategies
would help with the task, then describe briefly strategies ycu would use.

Learning vocabulary

Learning grammar

Listening comprehension

Speaking in real life situations

Speaking in class

Reading stories

Reading ads, menus, schedules, etc.

O 0O O o 0O o g o

Writing assignments

2. Describe any other situations in which learning strategies could be helpful:

3. What kinds of students should be taught strategies? (Circle as many as apply.)
1st yr. Spanish 2nd yr. Spanish  3rd yr. Spanish 4th/5th yr. Spanish

Honors classes ~ Regular classes College Spanish (levels )

A students B students C students D/F students
Others
4. Some students were asked to "think aloud" in Spanish during reading or

listening. Describe how easy/difficult thinking aloud in Spanish is for you.

5. When you study another language, would learning strategies be useful? Why
or why not?

THANK YOU FOR COMPLETING THIS QUESTIONNAIRE. IT WILL HELP US IMPROVE!




APPENDIX A-5.1
SELF-EFFICACY QUESTIONNAIRES
BEGINNING LEVEL (1991-1992)
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Name: Date:

Rating Your Language Learning Capability

Rate Your Language Learning Capability: You are going to be shown several types of
language learning activities. For each activity, you are going to rate, on the scale provided, how
sure vou are that you could work on a language task like the one shown and learn what you are

supposed to learn in a reasonable amount of time.

The rating scale goes from 0 to 100. Remember that the higher the number you mark, the more
sure you are, while the lower the number, the less sure you are. Please mark how you really

feel about your capability to do a language leaming task like the one shown.
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Name: Date:

Task 1: Vocabulary Learning

Circle the number on the line that shows how sure vou are that you could be given a list of
words like those shown and...

1. ...learn what each word means.

| ] | I ! ! ! i ' ! 3
i I i 1 ] | ] ] 1 i i

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure . Sure
at all

2. ...use each word correctly in a sentence.

[ 1 1 ! 1 1 i I ! i |

{ I 1 1 1 i i [ 1 ' i

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
atall :

3. ...hear sentences using these words and understand what the sentences mean.

- ! { 1 I ) 1 | ! { I

I [ ] ] 1 T i i 1 | |

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

{ 1 | i 1 { t ] 1 !
[ i I [ T ] ] ! 1 ]

4. ...remember the meaning of each word a month later.
| )
|

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all
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Task 2: Dialogue Learning

Circle the number on the line that shows how sure vou are that you could be given a dmlogue
like the one shown and..

1. ...memorize it.

L ! 1 1 § | 1 1 1 ! '

| i | ] { i | I 0 i I

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

2. ...lsten to it and understand it without referring to a written text.

1 i ' ] 1 1 | | | !

lr | I | - } l | | 1 i !

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

3. ...respond correctly in substitution drills that practice its key vocabulary and grammar.

] ! 1 | t ] | 1 ! i '
i 1 | ] { l 1 | i | I

0 10 20 30 40 50 60 70 &0 90 100
Not Maybe Pretty Very
sure Sure Sure

at all

4. ...correctly use parts of the dialogne in other situations.

} ' ! 1 1 ! § ' 1 1 1

I ] ] ] | i ] ] ! | !

0 10 20 30 40 50 60 70 80 90 100
Not Maybe S Pretty Very
sure Sure Sure
at all




Task 3: Reading an Ad

Circle the number on the lme that shows how sure vou are that you could be glven an
advertisement like the one shown and...

1. ...figure out the main topic of the ad.

L i | ! t 1 } \ 1 !

J

| I i [ v 1 i I ] T

0 10 20 30 40 50 60 70 80 S0 100
Not Maybe Pretty Very
sure Sure Sure
at all

2. ...answer questions about very specific information in the ad.

i — | ; — % : | ]
0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

3. ...use the ad to accomplish something in real life.

! l ! i ! ! 1 ! ' ] ]
] T ] ) 1 i i ] | ! I
0 10 20 30 40 50 60 70 80 90 100
Not Maybe - : Pretty Very
sure Sure Sure
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Task 4: A Social Situation

Circle the number on the line that shows how sure you are that you could go to this party and...

1. ...make yourself understood on topics such as: introductions, talking about what you like

to do, and answering questions about yourself and your family.

Aruitoxt provided by Eic:

| - ) 1 | ) 1 | i 1 ' 1
i ! i i t { t 1 i 1
0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure ) Sure Sure
at all
2. ...understand what others say to you in Russian.
'y : ; i : 3 | ; : : ',
0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all
3. ...solve problems that arise in communication.
L n )] 1 [ i 1 N § j [
f i T T ] v i i ¥ i |
0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all
4. ...say and do things that are culturally correct according to Russian culture.

. : l
5 I + i : } ) ; ] ¥ a I
0 10 20 30 40 50 60 70 80 S0 100
Not Maybe Pretty Very
sure Sure Sure
at all
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-Tel MoMadwb ¢ HaMu obeaaTs?

-Criacubo, He Xouy. § nosaHo 3asTpdaxkand.
-Hy, KK 3HaelWb. Y4YTH, ¥ HAC Mocne 3aHATUMA
SKCKYPCHS.

-AX, Ad. § cosceM sabbind.

-Tak Thl MA&Wb UAM HeT?

-Mprad&Tcs NolTH... Unu HeT. KynuTe MHEe Napy
ByTepbBpoaos ¢ kanbacod., Xopowo?

-flaaHo, KyrkM.
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Name: Date:

Rating Your Language Learning Capability

Rate Your Langnage Learning Capability: You are going to be shown several types of
language learning activities. For each activity, you are going to rate, on the scale provided, how
sure you are that you could work on a language task like the one shown and learn what you are

supposed to learn in a reasonable amount of time.
The rating scale goes from 0 to 100. Remember that the higher the number you mark, the more

sure you are, while the lower the number, the less sure you are. Please mark how you really

feel about your capability to do a language learning task like the one shown.
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Name: Date:

Task 1: Vocabulary Learning

Circle the number on the line that shows how sure you are that you could be given a list of
words like those shown and...

1. ...Jearn what each word means.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

2. ...use each word correctly in a sentence.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

3. ...hear sentences using these words and understand what the sentences mean.

- 0 10 20 30 40 50 60 70 80 90 100
. Not Maybe Pretty Very
3 sure Sure Sure
i at.all

4. ...reraember the meaning of each word a month later.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe . DPretty Very
sure Sure Sure
at all




Task 2: Dialogue Learning

Circle the number on the hne that shows how sure vou are that you could be g1ven a dialogue
like the one shown and..

1. ...memorize it.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

2. ...listen to it and understand it without referring to a written text.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

3. ...respond correctly in substitution drills that practice its key vocabulary and grammar.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

4.. ...correctly use parts of the dialogue in other situations.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe ' Pretty Very
sure Sure Sure
at all




Task 3: Reading an Ad

Circle the number on the line that shows how sure ygu are that you could be given an

advertisement like the one shown and..

1. ...figure out the main topic of the ad.

0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure Sure Sure
at all

2. ...answer questions about very specific information in the ad.

0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure Sure Sure
at all

3. ...cse the ad to accomplish a task in real life.

0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure Sure Sure
at all




Task 4: A Social Situation

Circle the number on the line that shows how sure vou are that you could go to this party and...

1. ...make yourself understood on topics such as: introductions, talking about what you like
to do, and answering questions about yourself and your family.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

2. ...understand what others say to you in Spanish.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

3. ...solve problems that arise in communication.

0 10 20 30 40 50 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

4. ...say and do things that are culturally correct according to Spanish culture.

0 10 20 30 40 S0 60 70 80 90 100
Not Maybe Pretty Very
sure Sure Sure
at all

BEST COPY AVAILABLE
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Yocabulario

los dientes
la ducha
el jabon
el peine
el pelo
la seda dental
el cepillo de dientes
el champu
el desodorante
débil
fuerte
Perezoso
ducharse
lavarse
peinarse
perder
quilarse
veslirse
de prisa

| 2o
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Rafael llama a Mariana por teléfono.

RAFAEL:
MARIANA:
- RAFAEL:
MARIANA:

RAFAEL:

MARIANA:

215

(Alo, Mariana? Habla Rafael. ¢Qué planes tienes
para este sibado? ;Estds libre?.

Pues...hay un baile en en centro juvenil.

iAy, Mariana! ;Qué aburrido! Oye, yo tengo un plan.
Hay un concierto de rock en el Coliseo. (Por qué no
vamos juntos? Yo te ivito.

iQué bueno! ‘Me encanta el rock. (Quiénes tocan?

Un grupo mexicano fabuloso: "Caimdn, Caimdan."
(Te gusta?

iMagnilico! Hasta el sdbado, entonces.
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APPENDIX A-5.2
SELF-EFFICACY QUESTIONNAIRES
INTERMEDIATE LEVEL (1992-1993)
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Name: Date:

- Rating Your Language Learning Capability

Rate Your Language Learning Capability: Reading and listening are frequent
activities you do in your Russian class. These activites are described in this questdonnaire.
For each actvity, you are going to rate, on the scale provided, how sure vou are that you
could work on a language task like the one described and do what you are supposed to do

in a reasonable amount of tdme.

The ratng scaie goes from 0 to 100. Remember that the higher the number you mark, the
more sure you are, while lower the number, the less sure you are. Piease mark how you

reaily feel about your capability to do a language task like the one described.




Task 1: Reading in Russian: Reading is a useful activity for learning Russian. You
may often read dialogues, ads, and articles in Russian as part of classwork or
On your Owm.

Circle the number on the line that shows how sure vou are that you could read assignments
in class and

1. ..figure out the main topic or gist.

I | | I l | l l | |

l
o 1 1t 1
0 10 20 30 40 S50 60 70 80 90 100

Not Maybe Premty Very
sure sure sure
atall

2. ..answer questions about very specific information in the reading assignment.

l I { l l | | l | !

I
-+ 111 & 1 © 1 |
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure sure sure
arall

3. ..figure out the meanings of words or phrases you don't understand.

! | l I l l I I | l

I
1711 1 1 1 ‘T |
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Preny Very
sure sure sure
atall

4. ..retell in English what you read.

| l | | | |

| ]
11T 17 T 11 1 1 /|
0O 10 20 30 40 50 60 70 80 90 100

Not Maybe Preuy Very
sure .. sure sure
arall

5. ..use a Russian ad to accomplish a task in real life.

i l | l | | | | l | |

11T 1 17 1T 1T 1 1
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Prenty Very
sure sure sure
atall
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Task 2: Listening to Russian in class: An important part of 1ea.miﬁg Russian is
being able to understand when you listen to Russian. You want to be able to
understand your teacher, classmates, dialogues, and tapes.

Circle the number on the line that shows how sure vou are that you can listen to Russian in
class and

1. ...understand the gist of the topic.

| | l | l | | | |

: 1
ot
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure sure sure
atall

2. ...understand details.

l | | l I | l | |

| l |
(Tt 11t 1+ 1 1 | |
0O 10 20 30 40 50 60 70 80 90 100

Not Maybe Prety Very
sure sure sure
atall

~

3. ..figure out the meanings of words or phrases you don't understand.

[ | l | ! i I | ]
\

l |
0] I
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure sure sure
atall

4. ..retell in English what you heard.

[ - | l I

| L
I 11T 11 1 |
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Prewty Very
sure sure sure
atall

3
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Task 3: Listening to Russian in a social situation: Listening to Russian may
also occur outside of class in social simiations with natve speakers.

Circle the number on the line that shows how sure vou are that you could listen to Russian
in a conversadon and...

1. ..understand the gist of what the speaker says on topics such as family,
hobbies, weather and school.

l I | l l | I I |

l |
LT 1 1T T 1T 1T 1T 11
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure sure sure
atall

2. ...understand well enough to figure out what kind of response is needed.

l I l | |

I [
0 10 20 36 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure sure sure
atall

3. ...solve problems that arise when you do not understand the speaker.

l | | | | l l | l |

1 |
T T 11T 1T T
0 10 20 30 40 50 60 70 80 90 100

Not Maybe Pretty Very
sure sure sure
atall
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Narme: Dare:

- Rating Your Language Learning Capabiiity

Rate Your Language Learning Capabili * You are going to be shown sevezal
= -4 =4 a = .
types of language learning acdvides. For each acuvity, you are going to rare, on the scale
- - provided, how sure vou are that you could work on 2 Ianguage wsk like the one shown and

learn whar you are supposed to learn in a reasonable amount of tme.

The ratng scale goes Som 0 to 100. Remember thar the higher the number you mark, the
more sure you are, wiile lower the number, the less sure you are. Please mark how vou

reaily fesl about vour capabiliry to do a language sk like the one showm.




Task 1: Reading in Spanish: Rezading is 2 useful acdvity for learning Spanish.
You may often read ads, ardcles, and dialogues in Spanish as pa.rt of classwom
OT OWIL yOUr OWIL

Circle the number on the line thar shows how sure voy are that you can rezad assignments
given in class and

1. .-figure out the main topic or gist.
[ 1 | a ! [
l l l I I oo
0 10 20 30 40 50 60 70 80 90 100

~ Not Maybe Preay Very
+ - sure sure sure -
arall

2. ..answer questions about very specific information in the reading assignment.

l i ! I ! I [ |

| |
T T 1 1T 1T 1 1 1 1
0 10 20 30 40 50 -60 70 80 90 100

Not Maybe Precy Very
sure : sure sure
arail

3. ..figure out the meanings of words or phrases you don't understand.

_ | |
| |
0 10 20 30 40 350 60 70 80 90 100

Not Maybe Preay Veoy
sure sure sure
acall .

4, ..retell in English what you read. -

t N | | | I l |
l l l l l l ! I
0O 10 20 30 40 50 60 70 80 90 100

Not Maybe . Prexy Vezy
surs L sure . sure
arail

.-use an ad to accomplish a task ulz real life.

5.
| R N N I B
| l l l l l I l I I l
0

10 20 30 40 50 60 70 80 90 100
Not Maybe Preoy very
sure sure sure
acrail

[RS]




Task 2: Listening to Spanish in class: An important part of learning Soamsh is
being able to understand wizen you listen to Spanish. You want to be able to
undessmnd your teacher, classmares, dialogues, and mpes.

Circle the number on the line that shows how sure vou are that you can listen w Spanish in
class and

1. ..understand the gist of the topic.

0 10 30 40 50 60 70 2380 90 100
Not Mayce Preay Vey
sure sure sure
acail

2. ...understand details.

l l [ [ l

| | :
l l I l l l | | I l |
0 10 20 30 40 50 60 70 80 90 100

Not Mayce Prewty Vexy
sure sure sure
arall

Not Mayte Preay Very
swe sure sure
arall

0 10 20 30 40 50 60 70 80 90 100

Not Maybe Prery : Vezy
sure sur= suxe
atall

229
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Task 3: Listening to Spanish in a social -sitnation: Listeaing to Spanish may
also occar ourside of class in social simarons with pagve speakers,

Circle the oumpber on the line that shows how sure voy are thar you could listen to Spanish
1 a conversaton and_.

l. ..understand the gist of what the speaker says on topics such as family,
hobbies, weather and school. .

0 100
Not Maybe Preay Vexy
sure sure sure
arall

2. ..understand well enougli to figure out what kind of response is needed.

[« 1 L l | 1 I f

l I
i l I | l | | l | |
0 10 20 30 40 50 60 70 80 90 100

Not Mayre Premy Very
sure sure sure
carall B

3. ..solve problems that arise when you do not understand the speaker.

IS I S SN N N N N N B
T ] . T
0 10 20 30 40 50 60 70 .80 90 100

Not . Mayte Prewy Vey
sure . sure sure
acall
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APPENDIX A-6.1
LANGUAGE TESTS
BEGINNING LEVEL (1991-1992)




Russian Listening Pretest

You will hear a description of an object or action. Circle the picture
that you hear described. = - -= .
EXAMPLE:

m
5e
o
Qo
&3

wmm'mww LU A L
B T
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Read the following questions. Then listen to the statements and
answer the questions by circling the correct answer.

6. According to the speaker, what day of the week is it?
a. Sunday
b. Wednesday
c. Friday
d. Saturday

7. At what time of the day would you hear this phrase?
a. Mcrring
b. Afternoon
c. Evening
d. Night

8. What is the speaker's name?
a. Marina Petrovna
b. Maria lvanovich
c. Marina Pavlovna
d. Maria Fyodorovna

8. How many grapefruits are described?

aoow
© N oW

10. What time is it? Circle the correct ciock.




Russian Reading Pretest

Directions: For each item below, you will see a description of
objects or actions. Read the description. Then circle
the picture below that is being described. :

- e o

EXAMPLE: BaHad (banana)

235

BEST COPY AVAILABLE




4. nucare (To write)

5. IBAH CMOTPUT Mepeaady Mo TeNneBusopy.
(lvan is watching a show on TV.)

mammrels v

230




This text is an album cover of a popular Soviet rock group. Read the
questions and choose the best answer based on the information from
the text. Circle your answer.

7. What is the name of the group?
a. AHcambnb (Ensemble)
b. AkBapuym (Agquarium)
c. Menoaunsa (Melody)
d. ApaHumpoBka (Aranzhirovka)

8. Who wrote the music and words of the songs?
(These are names)
a. Kyccyns (Kussel)
b. Tpormnno (Tropillo)
c. FpebeHwmkor (Grebenshikov)
d. 'yces (Gusev)

9. What instrument does AnekcaHap flanuH play?
guitar

flute

saxophone

tuba

Qoo

10. Who contributes to vocals?
(These are names.)
a. Kyccynbs (Kussel)
b. TpowenHkor (Troshenkov)
c. Kypéxumn (Kuryokhin)
d. Tutoe (Titov)




Cropona 1

cnad HA KPACHMBQOM XQITME
UBAH BOAXHUOAXAPMA

HEBQ CTAHOBHTCH BITMIHE
SNEKTPHUECTBO

A3

Cropana 2

CHbI O YEM-TO EOMBILEM
KAL roffio

OETM AEKABPS

[EPEBHS

3

My3nika u cngea B. FpeGenunrasa
ApaHHMpPOBKa YYaCTHHHOR aHcamBns

Bopne [ peBeHiguuos, aaua&rm:apa:. Bceao}xog

APCHAHOE [arkenn, BHAnoHYens, Boxan; Auapen Pomaxcs,

6.MPEBEHULIKOE dinentnl, BOKan; AnexcaHgp Kyccynb, CKpuKu;
B.FAKKENS flerp Tpowenxos, GapabGanus; Anexcangp flanuy,
M.BACIITBESR rwrapa; Cepres Kyp@xus, KIaBHWUHBR; Anex-
cangap Turae, Gac-rerapa, Bokan; Uropt ByTman,
cakcodiosnl {5]; Anexcangp Bepencos, Tpy6a (2]

”_

Xypomwk Ao 1yces .
@gre B. Manenaw, A. Ycaga, B. Koupagra.
8. Hemtmuuoea, B. Bapanozckaro

3ayraopemnccep A. Toomuana. Pegarep b Tuxomupon.

B nractmuke MCIoThIONaHL JATHCH HOMTCIHUNW, CRCNAHKLIE
8 cryann STCHKHTRARCKOrS rOgoaMore por-ky6a: «{eun Ce-
peBpan, 1984 rog; «Herw Rexabpsn, 1985 rog.

MUHUCTEPCTEQ XYABTYPH ccee

BEST COPY AVAILABLE
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Kussian Listening Pretest
Teacher's Copy

You will hear a description of an object or action. Circle the picture
that you hear described. : .

—

- Wupag (Giraffe)

2. TenewoH (Telephone)

3. Manbuuk (Boy)

4. YUTATb KHUry (To read a book)

J. CAYWATH My3biky (To listen to music)

Read the following questions. Then listen to the statements and
answer the questions by circling the correct answer,

6. According to the speaker, what day of the week is it?
(CeroaHs cyBBoTa.) (Today is Saturday.)

a. Sunday

b. Wednesday

¢. Friday
d. Saturday

7. At what time of the day would you hear this pbrase?
(Aobpuit Beudep MMeTda. Kak aena?) (Good evening Peter. How are
you?)
a Morning
b. Afternoon
c. Evening
d. Night




8. What is the speaker's name?
(3apascTBYMTe! MeHs 30BYT MapuHa NeTposHa. § 13
Mocksbl.) (Hello. My name is Marina Petrovna. | am from
Moscow.)
a. Marina Petrovna
b. Maria lvanovich
c. Marina Pavlovna
d. Maria Fyodorovna

9. How many grapefruits are described?
{MsTb BKYCHDIX rpeﬁmcppy'ros) (Five delicious grapefruits)
a 3

aogo
©~N !

10. What time is it? Circle the correct clock.
(CeMyac oamMHaQALATD uacos.) (itis 11:00.)

211




Name: : Date:

MocaywarT:2 no-pyccku!
- Listening

There are six sentences and questions in this exercise. You will hear
a sentence and then you will be asked to answer a question based on

the sentence. The questions are written below. Circle the correct
answer.

1. What sport does the speaker's brother like to play?

(The student will hear: BpaT sa0buT urpats B BeficBon, a s
nobnaw urpats B BackeTHon. My brother likes to play baseball,
but | like to play basketball.)

= Y - 57
e Q=1 A
Bl \ y <

2. Which of these pictures most closely represents the person
described by the speaker?

(The student will hear: 3ToT dWenosek paboTaeT B rocnuTane.

OHa MeacecTpd. This person works in a hospital. She is a nurse.)

- g ‘ = )}
— S | ﬁ i = e A t@%ﬂ
-0 ) e

=77

3. Which of these items does the speaker describe? -
(The student will hear: Ha cTofne MexaT TPu pydku. There are
three pens on the table.)

S A




4. At what time is physics class?

(The student will hear: CeroaHs y MeHs YPOK Mo ®uamke B 8:30
M ypok rno mctopum B 11:00. Today | have a class in physics at
8:30 and history at 11:00.)




Name: Date:

Listening (con't)

5. Which of these pictures most closely represents the person who

is not feeling well as described by the speaker? '
(The student will hear: CecTpa ceroaHs rsoxo cebs uyscTayeT.
OHA He 3ABTPAKAET, MOTOMY YUTO Y Heé BonaT aybul.) (My sister
doesn't feel well today. She didn't eat breakfast because she has a
toothache.)

6. Which of these rooms does the speaker describe?

(The student will hear: 3Ta KOMHATA HA MepsBoOM 3TaXe., Cauwa
YUTAeT raseTy. The room is on the first floor. Sasha is reading a
newspaper.)




Name: Date:

Listening

Weather Information:
Imagine you are a student studying in Moscow. You plan to go to

Leningrad for a weekend. Listen to this weather report for the
weather in Leningrad. What is the temperature and forecast for

Leningrad?

7. What temperature is predicted for Leningrad? Circle the correct

thermometer.
B & .. 4.

Q..

8. Circle the picture below which best describes the weather
forecast in Leningrad.

RSNt




Text for weather task:

Mo cBeaecHUAM MapoMeTueHTPpa CCCP, ceroaHs:

-B 3CTOHUN O-MUHYC 3, MECTAMU CHeTr,

-8 flaTBum oT 3 Ao 5, Hebosblime AoKAM,

-B fleHUHrpaae MuHyc 4, cHer,

-8 Mockee oBAguHAds rnoroaa, BeTep 0ro-3anaaHbii, AHemM
naec Asaq.

(According to the Meterological Center of the USSR, today:

-in Estonia 0-minus 5, scattered snow showers

-in Latvia from 3 to 5, light rain

-in Leningrad minus 4, snow

-in Moscow cloudy weather, the wind from the south west, daytime
high 2 above zero.)
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Name: Date:

Listening Ill:

Dialogue between two students: S :
Listen to the following dialogue with two students discussing their
school schedule. Answer the questions in English in the spaces
provided.

9. What class will they not be able to take together?

10. What classes will they be taking together?

- £nma, Kakme ripeAaMeThl Tbl M3ydaeiub?
- BUIUKY U XUMUIO, O Thi?

Sl TONBKO PUBUKY, A XUMUIOC HET.

- ¥ Tebs ecTb pycckuin?

Ha, TpeTbTUd Yp oK.

- ¥ MeHS Toxe.

(-Dima, what subjects are you taking?
-Physics and chemistry, and you?

-I'm only taking physics, not chemistry.
-Are you taking Russian?

-Yes, third period.

-Me too.)

6 246




Name: Date:

Listening IV:

Dialogue about a new apartment

The dialogue you will hear is a telephone conversation between two
friends. Sergei has just gotten a new apartment. Listen to the
conversation and then choose the best answers to the questions
below.

11. On what floor is Sergei's apartment?
Second

Third

Fifth

Sixth

aouom

12. How many rooms does the apartment have?

aoop
O AW

13. How does Sergei describe his balcony?
a. Beautiful
b. Big
c. New
d. Wonderful

-Cauwa, ¥y MeHs HoBasd kBaptTUupal

-A CKOMBbKO KOMHAT? Ha Kakom aTaxe?

-Hd ASTOM 3TAXe, TPW KOMHATDl, XWAJA, CTONOBUA, M O4OHA
CrcasbHA.

-MpekpacHo! BankoH ecTb?

-BasKoH €cTb, DOsbLLOH.

(Translation: Dialogue 1:

-Sasha, | found a new apartment yesterday!

-How many rooms? On what floor?

-On the fifth floor, inree rooms; a living room, a dining room, and
one bedroom.

-Wonderful! Do you have a balcony?

-Yes, a big balcony.)
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Name: Date:

Listening V:

Continuation of dialogue about a new apartment.

The dialogue you will here is a continuation on the previous dialogue.
The friend who got a new apartment is having a housewarming party.
Listen to the conversation and then choose the best answers to the
questions below.

14. When is the housewarming' party?

a. On Saturday at six
b. On Sunday at six
c..0On Saturday at seven
d. On Sunday at seven
15. What is the number of the building where the apariment is
located?
a. 137
b. 527
c. 114
d. 536

-5l Xouy mpurnacuTs Tebs Ha Hosocesnbe. B cybBoTy, B WecTs
Yacos Bedepda. lMpuaéulb?

-Crniacubo, ¢ yaososbcTBMEM. A kakolt agpec?

-3anuwmn aapec.

-OC4aHY MUHYTY. $ cefiuac BO3bMY PYUKY.

-fleHUHrpaackoe wocce, AoM 114, kBApTUPA 527. TaK 8 Ay
Tebsl B cyBBoTy, B WeCThb..

-Aa-aa, Xopouwo.

-l want to invite you to a housewarming party. On Saturday at six
o'clock in the evening. Can you make it?

-Thank-you, with pleasure. What's the address?

-Write down the address. T

-One minute, I'm getting a pen.

-Leningrad Highway, house number 114, apartment 527. OK, so [l
see you on Saturday at six.

-OK good)




Name: . Date:

“YTeHME MO-PYCCKH
Reading

Imagine you have just received a letter from your new Russian
penpal W& gop. Unfortunately sume of the words are missing.
Choose the most grammatically correct word to fill in each blank
from the choices given afier each blank. Circle the correct answer.

MpurBeT MOW HOBLIM aMepuUKaAHCKUM apyr! (1.

MOV MHe, A, MeHs)) 30ByT ®éaop. 9 wusy B MockBe B

KBaApTUpPe (2. Ha BTOpoOst 3TAM, B BTOPOL

STAMX, HG BTORPOM 3TAXKE, B BTOPOM sTaHe). KTO MOSi CeMbS?

Y HAc B cembe (3. yeTnipe, dYeTBEPTH,

YeTBEPTHIF, YeTepéx) des oBekd, MaMa, nand, cecrpda, U .

MoOst CeMbs (4. MareHbKUL, MANeHbKAS,

MarneHbkoe, ManeHbkue). KTo 5?7 Mue 17 (5. roa,

roaq, roaos, a1eT). § BLICOKUMA U ¥ MeHS TEéMHbie r1asa u

(6. BO1OCA, BOSIOCH, BOOC, BOSTOCAX). § YUYChb B

wkone. JfleToM S (7. urpats, Mrpaews, Urparo,

urpaem) B oytbosn, a 3avMoM | AKHBAK UMPATb B XOKKeM. S

(8. criopTHBHBIA, CMOPTUBHASA, CMOPTHUBHOE,

CripOTUBHbIE) YeNoBeK. (9. Mok, Mosi, MOé&, MO U

Mo BuUMbIF aMepuKkaHckuii crnopT-beticborn. _ {10.
Bedep, Bedepa, Bedepom, BedepHui) s Y4ACTO CMOTPIO

Bericbon no-Tenesnsopy.

9 249




Translation of reading passage:

Hi my new American friend! My name is Fyodor. | live in Moscow in
an apartment gn_the seccad floor. Who is my family? We are four

people, mom, dad, sister and me. My family is small. Who am 1?7 lam
17 years old. | am tall and | have dark eyes and hair. | go to schoal.
in the summertime | plav soccer, and in the wintertime | like to play
hockey. | am athletic person. My favorite american sport is
baseball. In the evening | often watch baseball on television.

250)
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Name: Date:

MTeHUMe No-pyCccKku
Reading

1. The following ads (Text A) was published in the Moscow daily
«BevepHas Mocksa». Look it over to decide what type of svent
is advertised. Write the type of event in the space below.

2. What is the date for the event?

3. At what time does the event begin?

4. Where and when can you buy tickets the event?

5. You need more information about this event. Here is a page out of
the Moscow Telephone Directory (Text B). What number will you
call for the event?

11




Text A

LIEHTPASIBHBIA CTAOHUOH
« AUHAMO »
Manast crnopTUeHAs apeHd
40-5 MEMIMUOHAT CCCP
XOKKER C MS4YOM
11-pespansi-« JUHAMO»
(Mockea)-«CTAPT» (FOpbKMiA)
Ha4ano 8 13 Yacos.
BuUAeTE NMPOoAQRTCA B KACCAX
CTAAMOHA «OUMHCMO» B deHb MATud,




E

SPEMMWHBIE, KYNBTYPHO-MPOCIETHTENLHYIE YUPERIENHE X cnoer

/‘ .
EXT B .
CHOOPTIIBIEIE ROMBHHATEL

* KOMOJIZRCSI, HEATPRI
Hsoperr caopra

Bacceii=, OrpoBoOX 3ad, Mamers
LIUNENCTPATOD 178 23 33
perxeTpaTypa 179 38 13

Heroaurt Zsoper ° 179 41 23

Assmaa Sa3a 178 33 32

Benodaza 178 91 75

Crpernoso-cresxormil rouGamar
Boeuno-oxorury. odu1-3a

uesTp. comera
Kpaczoi Coczxr {i-7 omns
ZEpexTop 187 28 (8

CTpenxomo-crertoRME FouMdHmaT

ICO «Toxomorme» wewrn. comerz

Mocx. o6x. Barammxa-i
ZRDEXTOD 524 28 §3
I, OEiResep 324 29 353

«Tpynoasie pesepsm» BIOCO MIC

xomdumaT

Bakymascxan, 38 261 60 83

#TpyzoBme pezepsa» “BICO MIC

xoMmIexe

1i-a [Maprogas, 49
FeRYPEMT 463 34 68
SHDERTOD 463 27 68

Veefro-coooramaLit soudEmaT

«Hayxan GCO «Bypesecramm»

B. Arazemnsecxas. 38 )
Anvexraog 154 82 80
¥yIe0H0~¢Z0DT. OTZ. 124 32 71

Yuebuo-caopramamii KomMdamaT

«Uzauepraa» MI'C JCO «Cxapras»
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Name: Date:

TeHUe
Reading

Here is an ad (Text C) for a music school in Moscow. Answer the -
following questions in English based on information from this ad.
6. What age group is invited to study at the school?

a. Pre-school age

b. Primary school age

c. Teenagers

d. Adults

7. Which of the following instruments is NOT described in the ad?
a. Clarinet
b. Piano
c. Saxophone
d. Trombone

8. The school has classes in all of the following music types EXCEPT
a. Folk.
b. Jazz.
c. Orchestral.
d. Rock.

9. When could you call to get more information?
a. Any day from 2 to 4 except Sundays
b. Sunday from 2 to 4
c. Any day except from 2 to 4 on Sundays
d. All day Sunday except from 2 to 4

10. The ad also gives you directions on how to get to the school.
Imagine you have an appointment to visit the school. Write
yourself a set of directicns in English that will get you to the
school. P

14




TEXT C

MY3bIKASTBHAY LWKOSMA WUMEHMU

CTACOBA
HA 3CTPAAHO-AXA3CBOE OTAESIEHMUE
MPUHUMAIOTCA IOHOWMK U AeBYLIKK, A TAKKe
yuduwmecs rno crielumdsbHoCcTaM: Tybaq,
CAKCOWPOH, TPOMBOH, opTenbsHO, MTApd, Bac-
rUTapd, YAApHbie UHCTPYMEHTD, BOKAs.

Ha oTaeneHuun paboTaeT knacce
UMMPOBU3ALMM, AXKA3A U POK-aHcaMbBs,
opkecTpd.

Aapec: yn. Bapwasckoe wocce, 114/°.

Cripasku Mo TeNeWOoHY 236-30-72 ¢ 14 40 16
MACcoB, KPOME BOCKPECeHbs.

Mpoesa: ¢T. MeTPO «CroPTUBHAR» UMU
«CMOSIeHCKAsA», Adnee aBT. 783 40 OCT.
<HUHCTUTYT DOUIKYADTYDbI».

—
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Name:

Date:

SPANISH LISTENING TEST _

"DIRECTIONS: For each object below you will hear a description of objects
or actions. Listén to the description. Then circle the picture below that is -
being described. ’

EXAMPLE:

e | = L
S13islelTI€1R Siq15le 71811 slalsle|TI€lq sld]slwi7ielq
fclnfraissiitfislred YO BRI et 12l18114{15] 1 e fratisite)is 1"
17 013 112 Q] 122123 ¢ 17108 [1T123d2e [22423 1T 2 (13212 {32423 1T{i8 11120 2t (22023
23| 2%{zT2%{ 2915 1251 2%2 12212913 1251 20l 2125 (2405 12s12e2T2912915
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Name: Date:

SPANISH READING PRETEST

DIRECTIONS: For each item below, you will see the word for an
object or action, or a sentence describing objects or actions. Read the
description. Then circle the picture below that is being described.

EXAMPLE: mirar la televisidon

Bl

1. muchacho

4, ventana

5. aeropuerto

T+ AT
= Tawr— ST A




6. Me gusta el helado.
é =9
=1 B
7. Cinco menos dos son tres.
3:+2:5 - B-2:3 5-3:=2 2+3:§
8. Hace sol.
3
-

By e

A José le encanta comer.

10. El suéter es blanco.

& = A\
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For items 1-10, you will hear a description of objects or actions.
Listen to the description. Then circle the picture below that is being

described.

EXAMPLE:

Number 1:

Number 2:

Number 3:

Number 4;

Number 3:

Number 6;

Number 7:

Number 8:

Number 9:

Number 10:;

Spanish Listening Pretest Script

Sara estd en el hotel.
Sara estd en el hotel.

Son las tres de la tarde.
Son las tres de la tarde.

Anita lava el coche.
Anita lava el coche.

Olga es rubia.
Olga es rubia.

Hay seis libros aqui.
Hay seis libros aqui.

Hoy es el veinte de abril.
Hoy es el veinte de abril.

El estudiante hace su tarea.
El estudiante hace su tarea.

Es un sombrero.
Es un sombrero.

A Marcos le gusta jugar al fitbol.
A Marcos le gusta jugar al fiitbol.

Hace mucho frio. .
Hace mucho frio.

Pepe canta bien.
Pepe canta bien.
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Name: - — - Date:

Spanish Listening Test

DIRECTIONS: For each item below, yoxi will hear a description of objects or actions. Listen.
to the description. Then circle the picture below that is being described.

EXAVPLE:







11.

/

N 2 5 =
AT

Directions: For Items 12-17, you will hear a speaker. The speaker will ask a question, then
make a short statement that contains the answer to the question. Then the question will be
repeated. Circle the response that best answers the question, given the information presented in
the statement you hear.

EXAMPLE:

14.

15.

16.

17.

pooPRP pooR

poorR poOR

poom

a. It’s 3:30.
b. It’s 5:00.
c. It’s 6:30.
d. It’s 3:30.

She’s going to the beach.

She’s going to sleep.

She and Carlos are going to a movie.
She’s going shopping.

December 25

January 1
December 31

February 14

He’s going to sing with his friends.

He’s going to do his math homework.

He’s going to study for a math test.

He’s going to play the guitar for his friends.

She’s going to hand in a report.
She’s going to history class.
She’s going to a friend’s house.
She’s going to the library.

She’s 14.
She’s 15.
She’s 16.
She’s 13.

this morning
at 2:00 p.m.
this afternoon
at 3:00 p.m.
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Spa.ﬁisﬁ ListcningTest Script S 3 ;‘__-'

. For Items 1 11, you wﬂl hear a descnpuon of obJects or acuons._ Llsten to the descrrpnon.tf"-:“

Thea circle the plCtlJIe below that is bemg described. - ST TR ST

- RO PN R LI D-F=e it

EXAMPLE:

Ellos comen el almuerzo.
Ellos comen el almuerzo.

Number 1:

" Ellos tienen ocho ldpices para dibujar.

Ellos tiemen ocho ldpices para dibujar.
Number 2: El alumno estudia matemAticas.
El alumno estudia matematicas.
Number 3: Los muisicos tocan instrumentos finos.
Los musicos tocan instrumentos finos.
Number 4: Las clases empiezan a las ocho y media.
Ias clases empiezan a las ocho y media.
Number 5: La blusa cuesta once dolares.
La blusa cuesta once dolares.
Number 6: Ellos estudian para un examen. — - R
Ellos estudian para un examen. - .
Number 7: Es el verano. Hace mucho calor. o N S
Es el verano. Hace mucho calor. '
Llueve. Hace.mal tiempo.. |

Number &:

" Llueve. Hace mal tiempo. -~ .




{Qué esmdia Luisa? Estudia pintura.

Number 9:
: {Qué estudia Luisa? Eswmdia pintura.
Number 10: Mam4 estd cansada. Va a descansar.
Mamd estd cansada. Va a descansar.
Number 11: Las muchachas juegan al baloncesto.

Las muchachas juegan al baloncesto.

For Items 12-17, you will hear a speaker. The speaker will ask a quesuon, then make a short
siatement that contains the answer to the question. Then the queston will be repeated. Pick the
response that best answers the question, given the information presented in the statement you

hear.

Here’s an example:

What time is it?
Son las cinco y media.

What time is it?

Number 12:

What’s Maria going to do?

iMira, Carlos! iQué playa maravillosa! El agua

estd fresca y hace mucho sol. jTu puedes dormir pero
yo no! Me encanta nadar y voy a ir la playa. |

‘What'’s AMan'a going to do?

Number 13:

What's the date?
Es el primer dfa del afio. Y este afio voy a cambiar muchas
cosas ea mi vida. Tengo una lista enorme.

What’s the date?




' Deseo tocar la guitarra y cantar conUds pero nd--bﬁéﬁo._.j__._i..-'

What’s Carlos going t» do right now?

Mafiana tengo un examen en matemdticas y tengo que estudiar.

What’s Carlos going to do right now?

_ ‘Number 15:

Where is Susana going? 3

Mamd, voy a la biblioteca. Tengb c.iu'e escribir un reporte
para mi clase de historia y necesito informacicn.

Where is Susana going?

Number 16:

How old is Luisa?

Hoy es el dia de mi cumpleaiios. Tengo catorce afios. Esta noche
vamos a tener una fiesta. Dieciseis de mis amigos van a celebrar
conmigo.

How old is Luisa?

Number 17:

When is Ricardo going to the pool?

Esta mafiana voy a comprar dos discos que me encantan. Por

- la tarde voy a la piscina con tres amigos. jQuieres ir )

con nosotros?

When is Ricardo going to the pool? e
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C. You are telling a friend why she should invite the following people tc a party
she is having. Circle the correct form of the verb in each suggestion.

1. Ana y Veronica muy bien la guitarra.

a. tocar b. toco c.tocas d. tocan e.tocamos

* 2. Margarita en las fiestas..
a. cantas b. cantan c.canta d. cantar e.canto
3. Paco y Maria muchos discos.
a. tienen  b. tengo c. tienes d. tenemos
3. Yo con mucha comida.
a. viene b. venir c. venimos d. vengo

D. Circle the correct form of the verb in the following paragraph.

Me llamo Alice Jones y 1. (estoy, soy) estudiante en la escuela
Washington, en Boise ldaho. Yo 2. { estoy, soy) muy contenta con la clase de
espafiol porque la profesora 3. (estg, es) muy buena. Me gusta estudiar para
esta clase y siempre 4. (vengo, tengo) mi trabajo listo. Hoy tengo que
s.(estudiar, estudio) para un examen muy importante y espero sacar una

buena nota.

eb:




SPANISH VOCABULARY AND GRAMMAR TEST

A. Choose the correct answer to each question from the list on the right and
then write the letter in the space provided.

1. Te gusta jugar al tenis, gverdad?  a. Hay pocos. Sdlo dos.
b. Si, me gusia comer.
c. iCémo nol Me encanta practicar

2. ; Te gusta escuchar discos? deportes.
d. Si. Me gusta cocinar,
3. ¢ Te gustan mas los tacos o los e. Si, me encanta la musica.
burritos? f. Pues, no me gusta la comida
4. ;Cuantos sandwiches hay para mexicana.
la fiesta?

B. In the following conversation, filf in the letter that corresponds to the word
from the list that best fits in the blank.
a. americana b. las hamburguesas C. para

d. la ensalada e.mas f. qué

CARLOS  ;Te gustan los sandwiches?
ALICIA No.
CARLOS  ;Te gusta 1. ?

ALICIA No, no me gusta.

CARLOS  Entonces ;2. te gusta?

ALICIA Me gustan a. , pero me gustan 4. los burritos.
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Spanish Reading Il

Direcﬁons: Please look at the advertisement below of the store, El Corte

Inglés. Based on what it says, answer the questions that follow.

LKIC =5 BESTCOPY AVAILABLE




SPANISHREADINGI

DIRECTIONS: Read the following dialogue. Using the information presented, answer

Questions 1-3. . . !
Paco: ;Hola, Juan! ;Hola, Pilar! gAdc{nde van Uds.?
Pilar: ;Qué tal, Paco? Juany yo vemos al centro. ;Y i?
Paco: Voy a nadar. -
Pilar: idy, me encanta nadar! ;Como vas a la piscina? _
Paco: Vay en coche con mi prima. Tenemos el coche de mi ra.
Pilar: jFanrdstico! Entonces nosotros vamos con Uds.
Paco: Muy bien, pero...
Pilar: ; Qué pasa, hombre? .
Paco: Pues, ;iienen Uds. dinero para la gasolina?
1. Where is Paco going?

a to visit his aunt

b. to the beach

c. to the pool

d downtown
2. Why does Paco need money?

a. to buy a car

b. to go swimming

c. to buy gasoline

d. to visit his aunt
3. Who is going downtown?

a. Paco and Pilar

b. Pilar and Juan

c. Juan and Paco

d. Paco and his cousin




Reading lI, continued...

1. If a couple purchases a dress for her and a pair of pants for him,
approximately how much will they spend?

a approximately 2, 000 pesetas

b. approximately 8,500 pesetas

C. approximately 5,500 pesetas

d. approximately 500 pesetas

2. What type of clothing is being advertised?

a fall clothing
b. winter clothing
C. spring clothing
d. summer clothing
3. What other merchandise is being advertised on sale in this store?
a cameras
b. furniture
C. electronic equipment
d. pets




Reading lil

After reading the real estate advertisements, answer the questions by writing
the letter(s) of the appropriate advertisement(s).

Lépez Hoyos, autobus
puerta, tres dormitorios,
calefaccion, parquet.
10.800.000 = 431 66 19.

Las Rozas, al lado
estacién, 4 dormitorios,
garaje, urbanizacidn.
13.500.000 = 637 05 12.

Vendo piso 7° en
Zarzaquemada {Leganés),
3 dormitorios, comedor,
cocina, bano, 2 terrazas.
10.000.000, negociable.
Contado. & 984 /28 43
32.

" Which one is the most deluxe?

Particular vende
apartamento
completamente
amueblado en
urbanizacién residencial
en Manzanares el Real.
Superficie aproximada
90 m?. Consta de: hafl, 3
dormitorios con armarios
empotrados, 2 banos
completos, gran comedor
con terraza, cocina con
tendedero. Plaza garaje,
piscina, jardin, portena.
Precio contado:
17.500.000. = 948/ 23
38 61.

a. b. C. d.

Which one would accomodate the largest family?

a. b. C. d.

Which one would be best for taking the train to work or to school?
a. b. C. d.

If you didn't have a car, which one(s) would be best?
a. b. C. d.

If you did have a car, wich one(s) would be best?

a. b. C. d. _

Which one is completely furnished?

a. b. C. d.

Which one includes a swimming pool?

a. b. C. d.




APPENDIX A-6.2
LANGUAGE TESTS
INTERMEDIATE LEVEL (1992-1993)
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Name: Date:

MocnywanTe mo-pyccku!
Listening

There are three sentences and questions in this exercise. You will
hear a sentence and then you will be asked to answer a question
based on the sentence. The questions are written below. Circle the
correct answer. ' '

1. At what time is physics class?

(The student will hear: CercaHsa ¥y MeHA YPOK Mo @u3nke B 8:30
M ypok no uctopumn s 11:00. Today | have a class in physics at
8:30 and history at 11:00.)

2. Which of these pictures most closely represents the person who

is not feeling well as described by the speaker?
(The student will hear: CecTpa ceroaHs MAoxo ceds UyBCTBYeET.™
OHA He 3aBTPAKAeT, MoTOMY 4YTO ¥ Heé BonsT 3ybul.) (My sister
doesn't feel well today. She diun't eat breakfast because she has a
toothache.)

=5
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3. Which of these rooms does the speaker describe?

(The student will hear: 3Ta KOMHATA HA MepPBOM dTAXe. Cawd
“MTCaeT raseTy. The room is on the first floor. Sasha is reading a
newspaper.)

Weather Information:
Listen to the following weather report and answer the questions
below by circling the correct response.

4. For which place is rain forecast?

Estonia
Latvia
Petersburg
Moscow

aoop

5. What will the temperature be in Moscow? Circle the correct
thermometer.

~ A

L L T B Y L)
“ -~ e e s
- - B W L -




L L LA
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Text for weather task:

Moroaa cerognHs:

-B 3CTOHUU O-MUHYC 3, MECTAMU CHer,

-8 flaTeuum oT 3 40 3, HebosbluMe Ao Aau,

-8 MeTepbypre MUHYC 4, cHer,

-8 MockBe oBNAaUHAs Moroad, BeTep oro-3andaHbii, AHeM
e 4asd.

(The weather today:

-in Estonia O-minus 5, scattered snow showers

-in Latvia from 3 to 5, light rain

-in Petersburg minus 4, snow

-in Moscow cloudy weather, the wind from the south west, daytime
high 2 above zero.)
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Name: Date:

Listening

Dialogue between two stugents:

Listen to the followirg.idlogue with two students discussing their
school schedule. Circle the correct responses to the questions
below.

6. What class will they not be able to take together?

Chemistry
Phys. Ed.
Physics
Russian

aoop

7. What class will they be taking together?

Chemistry
Phys. Ed.
Physics
Russian

Aaoow

- AnmMa, Kakune ripeAMeTbl Thl UBYYAeilb?
- WUBUKY 1 XUMNIO, d Tbi?

- 51 TOMIBKO PUIKKY, A XMMUIO HET.

- Y Tebs eCTo PYCCKU?

- A4, TPeTbTHIA YPOK.

- Y MeHS TOXe.

(-Dima, what subjects are you taking?
-Physics and chemistry, and you?

-I'm only taking physics, not chemistry.
-Are you taking Russian?

-Yes, third period.

-Me too.)
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Name: ‘ Date:

Listening

Dialogue about a new apartment

The dialogue you will hear is a telephone conversation between two
friends. Sergei has just gotten a new apartment. Listen to the
conversation and then choose the best answers to the questions
below.

8. On what floor is Sergei's apartment?
a. Second
b. Third
c. Fifth
d. Sixth

9. How many bedrooms are in the apartment?

aoop
WD

10.  How does Sergei describe his balcony?

a. Beautiful
b. Big
c. New
d. Wonderful

-Caua, ¥ MeHa Hosasa ksapTtupadl

-A CKOSIbKO KOMHAT? HA KAKOM 3TAXe?

~Ha MATOM aTaXe, TPU KOMHATL], HWds, CTONOBAS, U 0AHA
CriasnbHS. - :

-MpekpacHo! BankoH ecTb?

-BankoH ecTb, BorblicH.

(-Sasha, | found a new apartment yesterday!

-How many rooms? On what floor?

-On the fifth floor, three rooms; a living room, a dining room, and
one bedroom.

-Wonderfull Do you have a balcony?

-Yes, a big balcony.)
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Name: Date:

Listening

Continuation of dialogue about a new apartment. _
The dialogue you will here is a continuation on the previous dialogue.
The friend who got a new apartment is having a housewarming party.
Listen to the conversation and then choose the best answers to the
questions below.

11. When is the housewarming party?

On Saturday at six
On Sunday at six

On Saturday at seven
On Sunday at seven

Qoo

12. What is the number of the building where the apartment is
located?

House 104, Apartment 427
House 14, Apariment 52
House 114, Apariment 527
House 4, Apartment 27

Qoop

-$1 Xouy nNpurnacuTs Tebs HA HoBoCesbe. B cybboTYy, B WwecTs
Yacos Bevepda. lMpuadwb?

~-Cnacubo, ¢ YyA0BOSMbCTBUMEM. A KAGKOW aapec?

-3anuun aapec.

-O4aHY MUHYTY. §1 CeAuac BO3bMY PYMKY.

-fleHUHrpaackoe wWocce, oM 114, KBAPTUMPA 327. TAK S XAy
Tebal B cybboTY, B WeCTb.

-fa-aa, xopouwo.

-l want to invite you $e~@ housewarming p:. = On Saturday at six
o'clock in the evening. Can you make it?

-Thank-you, with pleasure. What's the address?

-Write down the address.

-One minute, I'm getting a pen. _

-Leningrad Highway, house number 114, apartment 527. OK, so ['ll
see you on Saturday at six.

-OK good)
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Name: Date:

Caywarite!

Listen to the following dialogue about two friends deciding what to

do

in their free time. Circle the correct responses to the questions

below.

13.

14.

ANNd, Tol ceroaHs sevepoM ceoboaHa?

£a, a yro?

Aa Y MeHs Toxe cBoboaHbilt Bedep. Moriadu B napk?

B napk? CMoOTpU, CeroaHs MAET aowab. flyvle, NoMadm
B KMHO. BuYepa B «POCCUM» Bbisid MpeMbepd HOBOIO
PUbMI, KOMEe aMU.

Hy xopowo, notaém.

Alla, are you free this evening?

Yes, why?

I'm also free this evening. You want to go to the park?

The park? Look, it's raining today. It's better if we go to the
movies. A new film, a comedy, opened at the "Rossiya" yesterday.
O.K. Let's go.

Why do they decide not to go to the park?

a. lt's too cold.

b. lt's too late in the evening.
c. It's raining.

d. It's boring.

What kind of film are they going to see?
a. An adventure film
. A comedy

b
C. A drama
d. A romance

25)




Name: Date:

CraywariTe rno-pyccxkul

This next dialogue takes place in a doctor's office. Listen to the
dialogue and circle the correct answers to the questions below.

- 3apascTeYNTe! Bbl BbIZBIBANK BpA4a?

- fd, AoKTop. Y MeHs ropsaoc BonuT. U TemrepaTypa.

- Tak, NokaxuTte ropsio. CkaxuTe: a-a-al fLa, ropso
KpacHoe. Kakas Temrepdartypa?

- TpuAaudTb ceMb U AeBsiTb.

- Y BAC aHrMHa. MpruAaéTtcsa nosnemxdars. Sl BaM AdM
fekapcTso. MpuHMMAaNiTe Mo TabrieTke Kaxabie TPpU Yaca.
Yepes geHb-aBa BCE ByaeT B nopsiake. lpuxoauTe
rnocnesasTpda 8 MeAnyHKT. CeabMON 3TAX, KOMHATA
CEeMbCOT MATb.

- Xopouwo. Koraa sbl NMpuHUMaeTe?

- C BOCbMKM A0 ABeHAAUATU. BoisaopasnmesanTe!

- Hello. Did you call for a doctor?

- Yes, doctor. | have a sore throat and a temperature.

- O.K. Open your mouth. Say aah. Yes, your throat is red. What is
your temperature?

- 37.8

- You have tonsillitis. You will have to stay in bed. ['ll give you
medicine. Take one tablet every 3 hours. [n a day or two you'll be
fine, Come to the medical center the day after tomorrow. The
7th floor, room 705.

- O.K. What are your hours?

- From 8-12. Get well soon!

15. Which of the following complaints does the patient mention?

a. Coughing

b. Earache

¢c. Sore throat
d. Stomach ache




16.

17.

18.

oo o

What is the patient's temperature?

27.8
37.9
36.8
36.9

Qo ow

What are the doctor's instructions for taking the medicine?

2 tablets 2 times a day
1 tablet every 3 hours
2 tablets every 4 hours
1 tablet 3 times a day

When should the patient come back in to visit the doctor?

a. Tomorrow

. The day after tomorrow
In three days

In a week

oo




Name: Date:

“UuTanTe no-pyccku!
Reading

Below is Vladimir's list of things to do. Match the pictures with the
items on the list by writing the numbers next to the appropriate

pictures.
Pacrnimcadie (Schedule)

“4To MHe HywHO gesnaTth ceroars: (What! have to do today.)
1. mocaywaTte fAekuMo no Pum3mky (Go to physics class)

2. 2aHuMaTeca B BubunmoTeke (Study in the library)

3. NOCTPpUYDb s0A0CH (Get a haircut)

4. obeaaTs B cTosniosot (Eat lunch in the cafeteria)

S. AOWTK B monukamHuky (Go to the clinic)

6. MOCMOTPeTb PYTOOMbHLIM MAY Mo Tenesmaopy (Waich the
soccer game on TV)

7. MUTATb KHUIY Mo UcTopuUo Aaoma (Read history book at home)
8. BCTpeTuMbCHA ¢ AHHOM (Meet Anna)
¢. Bbi3BATb Takcu (Call a taxi)

10. ¥xK1HaTe B Kage (Eat dinner at the cafe)

wd
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Name:

Date:

“UTanTe NMo-pycckul

it's your first day in a Russian school. Below are some of the signs
you might see in school. Match the signs with the questions below
by writing the numbers of the signs in the spaces provided. You will
not have to use all of the signs.

11.

12.
13.
14.
18.
186.

17.

Where would you go if you were looking for the reading
room? _

Where would you go to see the principle?

Where would you go if you needed to use the library?
Where would you go if you wanted to eat?

Where would you go to see a teacher?

Where would you go if you needed to use the language
lab?

Where would you go for a conference?

! EME/I’/IOTEKA Il B m—
1%\ o s Con Tt
¢ ’\—/fé—;;_;;:_;’-f—’ APA3AEBAAKA
AoiEel 2! .
v \
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‘TAKTOBLIT 344] || TYA.

AMPEK TODP
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| CTOOBAS |

ywmwmq ?;
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Name: Date:

HYuTaiTe no-pycckul

Your Russian friends gave you the following tickets. You are
determined to use them. Read them to answer the following

gquestions.
FrOCYIRAPCTBEHHAS a
TPETBEAKOBCKAR TANEPES | _| 18 What is this ticket for?
BXOODHKHOH =, _=_~ . |& a. Ballet
snneT & (000079 % |+ b. Movies
S N : = c. Museum
. . Q ’
Uena 50 kom " cepun AH A = d. Theater
Zr‘ccy:'.a;:c;sem;ﬂ '
gg;;;uei;;a 19. What kind of museum is this
pyaeq : ticket good for?
Zeo. il o
A S a. A.rt
o : b. History
4318“ 431814 c. Armed Forces
: ) ' ; d. Lenin
U.e:-ta..,ngn Ce":.no
L)’ Moeemne | ! RCHTPOMB
FOCYQAFCTBERHLIE MYJER 20. What will you be able to see
MOCHOBCKAOrG HPEMNA in Moscow with this ticket?
Ceprs 03 The d t
. a. The downtown area
BUJET "N

b. The Kremlin cathedrals
c. The State Museum
152857 & d. The Moscow cathedrals
I HA
OB30PHYI0 3KCKYPCHI
TO MY3EAM-COBOPAM

Llesa 50 xom.

o
1V @&
)
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Name: Date:

“YnTanTe rno-pycckul
Imagine you are in Moscow. You need to do some shopping and notice
this ad in the newspaper. Read the ad and answer the following
questions.

21. All of the following types of stores are mentioned EXCEPT:

Housewares
Crystal
Gifts
Souvenirs

aoop

22. Which holiday is the cause of the sale?

Christmas
Easter
Hannakah
New Year

Qoo

B Bockpecerbe, 18 1 25 aexkabps, N'YM U ero
@Uanani: «MNOLAPKH», «XPYCTASb»,
«PYCCKWIA CYBEHUP» paboTaT ¢ 9 a0 17 uac.

MoceTute NYM 1 ero UANAND, Fae K
HoBomy roay noarotosseH Bosbwon Beibop
MOAGPKOB WM NPA3AHUUHbLIX Habopos.

TesnegoHb ANS CrApPAaBoK: 921-37-63, $26-34-
70, 926-34-71.

14




Name: Date:

“MUuTalriTe Nno-pycckui
23. Furniture store # 54 is having a sale! You could buy all of the
following items at this store EXCEPT:

Beds

Book shelves
Chairs

Dining room tables
Lamps

Matresses

S0 o

CMNEUMASTUIUPOBAHHBHA MAMA3HWH No 54
. MOCMEBENBTOPIrA
rMpeAanaraeT Mo CHUXEHHbLIM LUeHAM UMMOPTHbIE MApHUTYP b
KUAbie KOMHQATDL, CMAnbHsA, CTONOBbIE U OTAebHbie MpeameThl
Mebenu:

CTYAbA KeCTKMe, CTYSibS MRMkKMe, CToNbl oBe AeHHLIe,
KpoBATUH, MATPAUbI, HOMATPAUMHKU, MOSNKU KHUKHDIE,
CepBAHTHl, KPE 10 AMS OTAbIXA, KPeTno-Kpo3AaTH, WKASLI
KOMBUHUP OBAHHDIE.

Mebesib MPoAQéTCa BCeM MPAXKAAHAM HE3ABUCUMO OT
MecTa XuTenbcTaa.

MarasuH pabotTaeT ¢ 10 40 19 Yac., nepepsnis Ha obea ¢ 14
4o 13 vac.

Aapec: XUMKMHCKUR Byn., 23.

Mpoe3Aa: ¢cT. MeTPO «CX0o AHEHCKAaA».,

Crpasku o TestemoHy: 493-32-25.
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Name: Date:

“YuTariTe no-pycckul

Read the weather report below to answer the following questions:

24. What is the weather forecast for Moscow?

Partly cloudy
Sun

Snow
Thunderstorms

aoop

25. For what month. is the forecast?

-January
April
June
July

aoom

IIOTOTA

B Mocxse u Mockosckoit o6macTu
B OTHEedbHBIX padoHax
KDAaTKOBPeMeHHbIE JIOMIH C IPo3amHu,
BeTep BOCTOYHMH, 3 - 7 meTpos B
CeRYHAY. Maxcumansuasn
TeMneparypa nawmc 22 - 24, Ha
ceBepozanage nawoc 17 - 20.

5 - 6 mons 6ea ocanxos, BeTep 1ro-
BOCTOYHBIH, 3 - 7 MeTPOB B cexyHNy.
Temnepartypa mousm namwe 12 - 17,
AzeM naoc 23 - 28. 6 uoHA Ha ©rO-

- BocToke gbsracTH o e 30.

259
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LISTENING PROFICIENCY TEST
VIDEO #1 CARPINTERO DE LA MUSICA

Circle the answer that best fits the question according to what you hear on
the video. Your teacher will play the video twice.

1. How old was Mr. Velasquez when he made his first guitar?

16
10
20
15

Qoo

2. Who are his customers?

a. guitarists from Spain
b. famous musicians and collectors

C. gypsies
d. not stated in the video

(o8}

Where was Mr. Velasquez born?

a. in Spain
b. in Mexico
c. in Cuba
d. in Puerto Rico

4. Why do people buy his guitars?

a. ...because they don't cost much.
b. ...because they are works of art.
c. ...because they sound beautiful.
d. ...because it is an honor to have one.

5. How many guitars does he make each year?

a.10to 12

b. 100 to 200

c. 20to 30

d. not stated in the video

6. What does the speed of production of guitars depend on?

... on the weather and on how Mr Velasquez feels.
... on how much time Mr. Velasquez has..

... on how much the client is able to pay.

.. not statec in the video.

aoop

O A 29\()




7. Until when does Mr. Velasquez expect to be making guitars?

...until he is 90 years old.

...until he runs out of orders.

...until he finishes his current guitar.
...until he dies. '

aoop

VIDEO #2 RAQUEL RODRIGUEZ EN SEVILLA
1. To what address is Raquel Rodriguez headed?

a. Triana # 1

b. Fuentes #21
| c. Pureza #21
| d. Alameda #1

2. What is the taxi driver's reaction to Raquel's destination?

a. He has no idea of where to go and will need a map.

b. He has an idea but is not completely sure.

c. He is completely familiar with the area sirice he's from there.

d. He will take her for double the fare since it's a dangerous
neighborhood.

3. What is the name of the neighborhood she's looking for?

a. La Sevillana
b. Puente La Cruz
c. La Triana

d. It's not stated.

4. Where is Raquel from?

a. ...from the United States.
b. ...from Mexico.

c. ...from Spain.

d. ...from Argentina.

5. Once they arrive at the destination, why does the driver agree to wait?

a. He has nothing else to do.
b. Ragquel agrees to pay the extra time.
c. He knows the person that lives there.
d. ltis not stated in the video.

291




What is the name of the woman Raquel is looking for?

a. Sra. Gonzalez
b. Sra. Sanchez
c. Sra. Valdez

d. Sra. Suarez

Where is the woman Raquel! is in search of?
a. ...at the doctor's office.

b. ...atthe beach.

c. ...atthe market.

d. ...atafriend's house.

When will she return?

a. ..inaweek.

b. ...very soon.

C. ... much later.

d. ...not stated in the video.




NAME:

READING PROFICIENCY

For this section of the test, you will ook at two newspaper ads briefly and answer
questions about them. Begin by looking at the ad below. Then circle the letter of the
answer that best fits. You will be given only 4 minutes for each ad.

1. What category does the ad belong to?
a. sports b. music c. travel d. education

2. Who are the two teams playing on Friday night?
a. C.D. Aguila and Washington Diplomats
b. Alianza and. the Washington Diplomats
C. Alianza and C.D. Aguila
d. Copa and Navidefia

3. Where does this take place?
a. At Entradas b. At Faro c. At Copa Navidefia d. At Eastern High School

4. If you only had Saturday free to attend, what time should you be there?
a.at7:00 p.m. b. at 8:00 a.m. ¢. at 12:00 p.m. d.at 9:00 p.m.

Extre los equitos de:r ALIANZA - ACUILA.
- WASITINGTONW DIPLOMATS

Viernes 730 pm. |

Ahanz.. VS, Wasnmaton Dip{omats

Sabado 12:30

C. D. Aguilz.vs: Washingion Dlo(omms

Dormingo grar final enitre: .'

Aliznzzvs. €. D Aquilz -
Eastern High School

(A unz cuadra del Esmdio Fobert T Kenzedy)
- - Entzdas: S12.00
De vemta ex i Fara de Iz Colzmbia RE. v ex las
. taquillas dei escadio-

24973
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LOOK AT THE AD BELOW TO ANSWER THE QUESTIONS ON THE FOLLOWING

PAGE. >>>>5>>>>

MODA DE HOY A PRECIOS DE AYER
< <
=, A

CUATRO DIAS SOLAMENTE: -4 de Octubre
Festival Hall/ Baltimore Convention Center ~

Jueves, viernes y sdbado: 10:00 am-9:00pm, domingo, 12 del mediedia - 6:00 gm. .

Seleccione ropa y accesorics de itima moda para & otoiio, entre 200 de los princpales disedadores a”me::c::m.
Ropa de ¢ia. de noche, yzmbién esilos casuaies shorre 0% del precio sugesido da veara al pubiico. .
oy .. & , - . =
ADEMAS.... Mzquillajes Personaiizados ﬂ' Estlistas del cabello {=. Fotos de Beileza | "Q“’.;,

Premios j~j Comida Fabulosa @59 Servicio Personal de Compras Jﬁa
Desiles de Moda "y mucko mds. -
Estacionamiento grads Eamada $5.00 " Para informacidn: 1-800-849-0248 . 1 .

Patrocinadores que participan: NEW WOMAN Magazine, Variery 1043 FM, == '.2 %~

3 e =e

Baitimore Magzrine, Essence Magazine, Prescriptves, Heci's, CityPaper * = % 47

Parocneca cor Vingn Sims 100% Fondos donados a beneficio de Lifesongs for AIDS, Tnc. |
© Phuia Movn ne. 1992 Recepcidn de 2permra. ¥ pre—exhibicida iércles, 30 de Sepdemmbre.
Seneiacores(Przoes): 630100052
Boieos $25.00

ADVERTENCIA DEL CIRUJANG GENERAL: FUmar | iz pgwar 11
Causa Cancer del Pulmdn, Enfermadades del | ez e 15 g RFQT CAPY RVATLARTE

o LCorazcin, Enfisema, y Puede Complicar el Embarazo. |  zoremety i memon
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After looking at the ad on the opposite page, circle the letter of the best answer to each
question. Remember, you have conly 4 minutes for this part.

1.

For how [ong will this sale be going on?

a ... for the whole month of October.
b. ... for only four days in October.

o] ... for the entire fall season.

d ... it is a one-day sale only.

What designers are being featured?

... the foremost French designers.

... the foremost [talian designers.

... the foremost Hispanic designers.
... the foremost American designers.

aoop

Circle the product or service that will not be offered?

a make-up

b food

C. personal shopping assistance
d alterations

What does the health warning in the box on the on the bottom of the ad refer to?

a. cancer of the lungs
b. alcoholism

C. reckless driving

d. AIDS

Why might a customer be interested in going to the sale after quickly reading
the ad?

a ... because the styles are one-of-a-kind.

b. ... because they are French designs.

C. ... because they are today's styles at yesterday's prices.
d ... because prices wili be slashed after the first day.




Name Dzie
Reading Praoficiency Test Il
Rezading #1 '
Rezd the following rez! esiate adveriisements and then enswer the questions which fotlow by

circling the best resconse .

2. L2zex Heyes, af.;';q'::'.'s Venco gisc T~ 2a c. Faricuizr veada
puenz, Tas donmicrics, Zzizzauemadz (Lagzanss), 2szaamento .
czlefaccida, carcuet 3 deamnitchos. esmedar, cormpletzmenta
10.200.CCQ = 433 &8 i3, c=cing, bafg, 2 laqezzes. zmueklzado en
. g 10.000.0C0, negcccizhle. - urdanzzcidn residancizl
. ~ - Ccatade. = §284/28 &2 an Manzznzres af Rezl.
e. L=s Roz=s, 2l lzda _— e = N
| ammciaa, 4 Carmkada 2. Sugericie zoreximada
‘_‘_fi““’ = cefinicncs, £9 . Csastz de: asil, 3
&= f‘::) :;‘""""f’:‘:“’,_ .y cermiicdes cza armanas
15.220.9C0 = &57 03 1% amgonedes, 2 badas
ccmioletes, gizn comeder
c=n {ame==, cocng can
tzndederq. Plz=z=z gargie,
ciscina, jacdin, sorana,
Fracio conisco:
17.500.0G0. = S48/ 23
- . e rom 35 51,
1. Which one is the most deluxe?
2. 0. C. d.
2. Which one would eccomodais ihe largest family?
a. 0. C. d.
« ' . s aml? . ! 1 Y ~
3. which one wouid be best for teking the irain to work or to schceol?
a. B. C. d.
4, Which one is completely furnisneg?
. b. C. d.
5. Which one inciudes & swimming poal?
a. . C. d.

e
 BESTCOPY AVALABLE
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Reading #2

The article below was taken from the Spanish newspaper Los Domingos
about attitudes and stereotypes in men's and women's roles. Answer the
questions ~~ the opposite page by circling the best response.

El Hombre y la Mujer en el Trabajo

En teoria la igualdad entre en hombre y mujer es una co0sa que se reconoce
y se acepta, sin embargo en el dia a dia, aunque vivémos en 1892 en el
trabajo se ‘continua a observar el machismo. Observemos las distintas

- actitudes en las siguientes situaciones iguales.

El

Ella

-Tiene encima de su escritorio

las fotos de su esposa e hijos.

|Es un hombre responsable que se
preccupa por su familia.

+Su escritorio estd lleno de papeles.
1Se nota que es unza persona ocupada,
‘|siempre trabajando.

*No estd en la cficina.
Habré ido a visitar a unos clienies.

*Hizo un mal negocio.
. Estaba muy disgustada?

«Se va a casar.
Eso le estabilizara.

*Va a hacer un viaje de negocios.
Es conveniente para su carrera.

«Se va. Tiene un trabajo mejor.

Hace bien. Es una buena oportunidad.

.Tiene encima de su escritorio las
fotos de su esposo e hijos

iUm! Su femilia tiene prioridad a su
carrera.

.Su escriterio estd lleno de papeles.
Es una desordenada.
No estd en la oficina.

Probablemente se fue de compras.

*Hizo un mal negocio.
. Se puso a llorar?

«Se va a casar.
Pronto va a tener un bebe

«Va a hacer un viaje de negocios.
;Qué dice su esposa?

.Se va. Tiene un trabajo mejor.
Las mujeres no son responsables.

[

ro-
o,
-1




Questions: El Hombre y la Mujer en el Trabajo

According to the article:

1. If a woman has family photos on her desk, it meais--
a.  she's proud of her family.
b. her family comes before her work.
C. she feels responsibility toward her family.
d. she's displaying a gift from her family.
2. If a man is not at the office,
a. he must be on vacation.
b. he must be with a customer.
C. he must be having lunch with the secretary.
d. he must be mesting with the boss.
3. If a woman is going on a business trip, the implications are that:
a. it's a step up in her career.
b. she's going to have to consider her husband's opinion.
C. she's probably going to do a lot of shopping on the trip.
d. she's a good representative of the company.
4, [f a man is getting married, the implications are that:
a. he wants to have children.
b. he just got a raise.
C. he's setiled and mature.
d. he just got a better job.
5. If a woman quits her job, the implications are that:

women are unreliable.

it's convenient for her career.
she's going to have a baby.

she's going to make more money.

0o op

205




Reading #3

Read the following article and answer the guestions that follow by circling
the best response.

La Destruccién de las Selvas Tropicales en el Mundo

La desforestacién tiene una historia reciente en los trépicos pues
tradicionalmente los pueblos nativos no talaban més selva ni cazaban mas de
lo que necesitaban para subsistir e intercambiar bienes. Cuando estos paises
fueron colonizados los productos tropicales fueron comercializados.

En América queda el 50 por ciento de todas las selvas del mundo. De
ellas, tres cuartas partes pertenecen a la Amazonia. También la superficie
_ que se tala aqui es la mayor del mundo... La selva se tala --- generalmente
por medio de grandes incendios --- por dlstmtos motivos, entre ellos:

- la comercializacién de los productos tropicales, en especial la
industria de la madera y la mineria

- para cultivar la tierra

- para obtener espacio para la ganaderia extensiva

La selva tropical tiene mecanismos que la permiten neutralizar
agresiones como huracanes, incendios producidos per rayos, sequias or
inundaciones. Pero es incapaz frente al ataque de buldozers, talas o

incendios provocados.
Ecologia y vida, Barcelona; Natura, Madrid

1. According to the article, what is the main method used in Amazonia to
get the land ready for farming?
a. plowing b. cutting down trees
c. setting fires d. flooding

2. What is the reason given in this article that people are d'estroying the

rain forests?

...tropical woods can be exported.

...to map unexplored areas.

..o build new cities.

...to make contact with indigenous peoples.

Ao op

A tropical forest can overcome problems such as:
a overgrazing of sheep

b. large farming enterprises

c bad storms

d man-made fires.
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APPENDIX A-7
STUDENT SELF-ASSESSMENT WORKSHEETS




‘High School Japanese Program

April 13, 1992
STUDENT SELF - ASSESSMENT FORM
LESSON 12

Please make a check mark in the box to
show your ability in each skill.

Skill level > A.Icando | B.Icould | C.Idon't
this easily. | do this feel like I
with some | can do this
difficulty. | yet.

1. I know how to introduce a friend
to another friend.

2. I know what to say when
introduced.

3. Ican say "It is not B" in two
ways:
1. Aisnot B
2. A is not na-adjective

4. I can make the ta- form.

5. I can use the adverb zuibun.

6. I know how to use the particle

1t "

mo .

7. I can say "30 minutes” and tell the
time in two different ways.

8. I can say “here/there/over there" in
reference to nouns, adjectives, and
people.

Name:

31




Nombre: Fecha:

Self-Evaluation- Chapter 3

How well do think you have learned the material in Chapte: 37
Although your teacher will grade your progress, you should also
check your progress yourself. Read the six sentences below. These
statements describe what you have been studying in this chapter.
Circle the response below each statement which best reflects how
you feel about the material you have been learning.

1. I can express in Spanish my preferences for clothing 2nd colors.
a. I can do this.
-b. I need to improve.
c. I cannot yet do this.

2. I can identify in Spanish seasons of the year and corresponding
weather expressions.
a. I can do this.
b. I need to improve.
c. I cannot yet do this.

I can conjugate -ar verbs.
a. I can do this.

b. I need to improve.

c. I cannot yet do this.

h
—

can describe in Spanish what I do regularly or am doing now.
a. I can do this.

b. I need to improve.

c. I cannot yet do this.

can ask questions in Spanish.
. I can do this.
. I need to improve.

I cannot yet do this.

0O o

try to personalize new material by relating it to my own life.
. I can do this.

. I need to improve.

I cannot yet do this.

O o P




Hms: — Hmcno:\_

Student Wq rksheet
KTo 57

Here is a list of activities youy should now pe able to do in Russian,
Read the statements ang circle yes or no. Give €Xamples of egch
activity you can do. If you cannot do an activity then You know thjg
is an area YOU need to work op.

!+ I can describe what | Iook fike. Yes No
In what kind of a situation might it be important to describe your
physical appearance?

Now describe your appearance.
—_—
2. | can describe my personality, Yes No

In what kind of a situation might it be important to describe your
Personality?

——
———

Now describe your personality,

3. | can describe members of my family and friends. Yes No

In what king of a situation might it be important to describe your

family or friends?

Pick one person, a family member or friend, and describe him or
her.

_ S -
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Listening

g. | can understand when classmates or my teacher describe
themselves OF other people. T Yes No
In what kind of a situation might it be important to understand
descriptions of people's physical and personality characteristics?
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Teacher Assessmeni Form

Please evaluate your students’ progress in the following

Theme"Personal/Biographical®

i{=meetsobjecdive, 2=needsimprovement, 3=doesactmeetcbjective.

areas. Youcanusethesczle{,2, and 3:

Student readily

StudentName Student Stadent refates
motivated to fearn learns vocabulary material to his/her
material. in the theme. own personal world.

31




Teacher Assessment Form

Theme"Personal/Biographical®

Please evaluate your students’ progressin the following areas. You canusethescalel,2,and 3:
1=meetsobjective, 2=needsimprovement, 3=doesnotmeetobjective.

StudentName Student can idemtify

: and focus on most
important aspect of
an assignment.

Student can describe
his/her personality
and appearance.

Student understands
descriptions of
personality and
appearance.




Teacher Assessment Form

ChapterThree

Please evaluate your students' progress in the following aress. You can usethe scale 1,2, and 3
1=meetsobjective,2=needsimprovement, 3=doesnotmeetobjective. _ :

StudentName

Student can ex
preferences for

clothing and color.

Student caa fermulate
questions.

Student can conjugate
-ar verbs.




Teache:~ Assessment Form

Chapter Three

Please evaluate your students' progress in the following areas. You canusethescale {,2, and 3:
1=meetsobjective, 2=needsimprovement, 3=doesactmeetobjective.

StudentName Student pays close  |Student is able to Student attempts to
attention in learn vocabulary personalizeéaformation
the classroom. for chapter. learned in class.

o
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CRITERIA FOR GOOD LANGUAGE LEARNERS

Scale 1 = High 2 = Average 3 = Low

. Performance . Grades
. test scores
. homework assignments
. proficiency
II. Ability . Aptitude for language learning
. good memory
. good "ear” for language
. highly verbal
. strategic approach to learning.
1. Effort . attention in class
. c,:o_mpletion or quality of homework
. class participation
. motivation, presence of initiative
. attempts made to use target language in the "real
world"
. actual class attendance
Comments: Note here if there are any mitigating circumstances
such as health or family problems that you may be aware of
which could possibly affect the student in any of the above
capacities. s




|

APPENDIX A-10
TEACHER QUESTIONNAIRE
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Nzme Teacher Questionnaire Starting time
Ending time
(For G.U. time card)

Background

# years you have been teaching Highest degree earned
~# of Spanish 3 honors sections you teach this semester
# of Spanish 3 regular sections you teach this semester

Briefly describe your Spanish instruction before you began working on the Georgetown project.

How is Georgetown’s strategy instruction different from your previous approach?

Estimate the percentage of time/emphasis you spend on the following skills:
Reading Listening Speaking  Writing Vocabulary  Other
o

O/O O/ o O/O O/ o / o O/ o

Hew much emphasis do you give to strategies compared to other instructional goals?

In what aspects of teaching strategy instruction do you feel you need additional support?
(i.e. modeling, adapting lessons, coaching)

#er a semester teaching strategies, rate your understanding of the Georgetown strategies model

and instructional approach.

!
/ / / / /
Excellent Good Fair Poor Ternble

Afer a semester of teaching strategies, how effective do you view yourself as a lstrategy teacher?
/ / / /

1
Very Effective  Somewhat Effective Neutral Somewhat Inerffective Very Ineffective

[]{[lc‘zwseumpr N IR BEST CUPY AVAILABLE
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four opinions of the Georgetown Project

Nhat do you like most about Georgetown’s strategy instruction?

Ahat do you like least about Georgetown'’s strategy instruction?

——

Nhat would you change about Georgetown’s strategy instruction to adapt it to your particular way of
teaching and/or to maximize its benefits for your students?

What is easy about teaching strategies?

hat is difficult about teaching strategies?

How do you feel about students thinking-aloud in English?

hat amount of English is acceptable without interfering with the goal to speak Spanish in class?

ow appropiiate were the Georgetown materials for reading lessons?

/ / / — | —— [
uch Too Easy A Bit Too Easy Just Right A Bit Too Difficuit ~ Much Too Difficult

ow appropriate were the Georgetown materials for listening lessons?

/ / / — [ ——
uch Too Easy A Bit Too Easy Just Right A Bit Too Difficult  Much Too Difficult

2-1-83 GU-LRP Teacher Quastionnaire
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late your confidence in your ability to do the following:

can phrase individual explanations of strategies.
/ / [ /
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

can mode!l appropriate use of strategies.
/ / {
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

can coach students to use strategies.
/ / [ {
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

can scaffold strategy instruction.

/ / / {
fry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy
can provide opportunities for guided student practice.
/ / {
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

can provide opportunities for independent student practice.

/ [ / d
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

can integrate strategy instruction (aspects of the "model of explicit instruction") with my own lessons.

/ / / /
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

can get strateqy instruction started in the classroom.
/ [ / [

[
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

can get strategy instruction to flow smoothly.
/ / [

[
ry Confident Somewhat Confident Neutral Somewhat Uneasy Very Uneasy

-

How comfortable are you teaching strategy instruction?

/ / / / {
Very Somewhat Neutrai Somewhat Very
Comfortable Comfortable Uncomfortable Uncomfortable

How successiul are you in motivating strategies use in students?
/

i
ery Successful Somewhat Successful ~ Neutral Somewhat Unsuccessful ~ Very Unsuccessful

|

How would you rate your effectiveness in meshing strategy instruction witlh ongoing lessons?
[ [ /

i
Excellent Good Fair Poor Terrible

323
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Indicate how frequently you do the foliowing:

I use "teachable moments" when | can make relevant comments about strategies.
/ / [ /
Many Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
| use strategies terms.
/ /
any Times A Few Times Once A Day/ A Few Times - A Few Times Never
A Day A Day Once Per Lesson A Week A Month
I encourage students to use strategies terms.
/ / / / / /
‘{eny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
I define the meaning of specific strategy term.
/ / / / /
eny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
I explain how to use a specific strategy.
/ / / / / /
any Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
| think aloud.
/ / / / /
any Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
i model use of specific strategies.
/ / / / / /
dany Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
[ 'explain the reasoning for thought processes behind my responses or actions.
/ / / / /
Adany Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
I use prompts in Spanish to cue students to use their strategies. (e.g., ¢ Tiene sentido? ;Pueden
identificar su problema?) |
/ / / —/ /
deny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
lincorporate strategies into my own regular lessons (not just the scripted lessons). |
/ / / /
fany Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month

2-1-83 GU-LRP Teacher Questionnawe
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I I———
cue students to use a specific strategy.

[ [ / / [
ny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
cue students to choose their own strategy.

/ / / /
iny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month

explicitly refer to or show the Mountain Climber graphic or other visual transparencies Georgetown

provided.

/ [ - /
ny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
ask students to explain the reasoning behind their responses.

/ / / /
y Times A Few Times Once A Day/ A Few Times A Few Times Never
A Week A Month

A Day A Day Once Per Lesson

hen | see that a student is using a strategy, | specifically point it out.

/ /

/ /
y Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
#er students have used a strategy, | ask whether it helped.

/ / / / /

y Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
#ter siudents have used a strategy, | point out how it helped.

/ / / /
ny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
praise students for using strategies.

/ / / /
ny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Dzy Once Per Lesson A Week A Month
talk about coordinating use of a repertoire of strategies.

/ / / /
ny Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day A Day Once Per Lesson A Week A Month
use analogies to explain strategies. | |

/ /
y Times A Few Times Once A Day/ A Few Times A Few Times Never
A Week A Month

A Day A Day Once Per Lesson

talk about my personal use of strategies and how they helped me be a better learner.
/ / / /
y Times A Few Times Once A Day/ A Few Times A Few Times Never
A Day Once Per Lessan A Week A Month
2-1-93 GU-LRP Twicher Quastionnaire
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‘ease rate the importance of the following:
cw important is it for students to use terms like strategy/estrategia, prediction/prediccidn, etc.?

‘amely Important Consideranly Important Moderatsly Important Not Very Important Not Important at All

cw important is it for you use terms like strategy/esirategia, prediction/orediccidn, etc.?

‘amely Important Considerably Impontant Mcderatsly Important Not Very Impontant Not Important at All

ow important is it to devote part of your lesson strictly to teaching strategies?

-amely Important Cans}'derab/y Important Moderately Important Not Very Important Not Imgortant zt All

ow important is it to integrate strategies into your other instructional activities?
[ [ [ /

rameiy Important Considerably Important Moderatsly Important Not Very Important Not Important at All

ow helpful would each of the following be in learning to teach strategies?

/ziching videotapes of strategy instruction

/ / [ / {
Very Helpful Somewhat Helpful No Impact Somewnat Harmiul ~ Very Harmiul

rilicuing videotepes of sirategy instruction
/ / / / {
Very Helptul Somewhat Helpful No Impact Somewneat Harmiful ~ Very Harmiul

2ving someone mcdel strategy instruction
/ [ [ / [

)
Jery Helpful Somewnat Helprul No Impact Somewnat Harmiul ~ Very Harmiul

=ving someone coach and give me feedback on my strategy instruction
/ / [ / [

l}
Very Helpful Somewnat Helpful No Impact Somewhat Harmrul ~ Very Harmiuf

Jnferencing with peers zbout attempts at strategy instruction

/ / / / [
Jery Helpful Somewhat Helpiul No Impact Somewnat Harmful  Very Harmiul

racticing by teaching scripted lessons
/ / / / {
Jery Helpiul Somewhat Helprul No Impact Somewhat Harmiful ~ Very Harmiul

ceiving information zbout research on strategy instnuction

[ / [

/ |
Jery Helptul Somewhat Helpful No Impact Somewnat Harmful ~ Very Harmitul

ceiving prepackaged materials such as bulletin boards, posters, and trarlws;:arencxes
/ [

!
Jery Helprul Somewhat Helpfuf No Impact Somewnat Harmrul ~ Very Harmiul

E l{lx C 63 GUALRF Teacher Questionnaire
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Please indicate the extent to which you agree/disagree with the following
statements:

The biggest difference between Georgetown’s strategy instruction and the way | was teaching
before is that it puts labels on thought processes that | was already teaching.
I [ / [ /

. I
rongly Agree Agree Neither Agree nor Disagree . Disagree Strongly Disagree

Teaching strategies requires giving up other parts of the curriculum.
/ !

!
rongly Agree Agree Neither Agree nor Disagree Disagree Strongly Disagree

| am concerned with how long it takes to teach a strategy lesson.
/ [ [ [ [

1
brongly Agree Agree Neither Agree nor Disagree . Disagree Strongly Disagree

Extended discussions that are part of strategy use disrupt the flow of the lesson.
[ [

brongly Agree Agree Neither Agree nor Disagree Disagree -  Strongly Disagree

Effects of Strategy Instruction on Students

At the end of one semester of Georgetown’s strategy instruction, how would you rate
students’ understanding of the strategies?
[ / [ [ /

Excellent Good Fair Poor Terrible

b

At the end of one semester of Georgetown’s strategy instruction, how would you rate students
understanding of the purposes behind the strategies?
[ [ [ [ [

Excellent Good Fair Poor Terrible

How frequently did you see your students using the strategies independently without your
prompting?
[ / [ / [

|
Extensively Frequently Occasionally Rarely Never

o
v
~1
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Teacher Interview/Questionnaire

L Strategies Instruction in your classroom

1. To what degree has strategy inswucton helped you to accomplish your inszuctonal goals?
2. In what ways, if any, has it kept you from attaining your goals?

3. How do you feel about working with scripted learning strategy lessons?

4. How do you feel about developing your own learning swategy lessons?

5. Which strategies do you feel are partcularly effective for your students?

Georgetown University Language Research Projects




6. ‘What is difficult about teaching strategies?

7. How applicable is strategy instruction for teaching the four language skills: reading, writing
listening, speaking.

8. How has the teaching of strategies affected the use of the target language by you and by the
students in class?

S. ‘What are your students' attitudes towards strategies instructon?

10.  How effectively did students previously not exposed to swategies come up to speed?

330
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I Professional Development

1. What kind of professional support would you find most helpful (inidally and condnuing)?

2. Is there anything you would change in the manner of professional development feedback
you received?
3. How beneficial would it be (or has it been) to work with another teacher at your school

who was doing the same thing?

4. How confident are you in your understanding of learning strategies?

()}

How competent do you perceive yourself as a teacher of learning strategies?

6. Héw comfortable do you feel in assisting in professional development?

Georgetown University Language Research Projects 33 L
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APPENDIX B.1
SAMPLE LEARNING STRATEGIES LESSONS
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UMsA: “Yrcno:

Student Worksheet
Kak m nodemy Hy¥HO yYMUTb HOBbIe CroBd

ﬁ[ In the theme «KTo s» you will be
osTOopeHHe: : :
Vary the ways learning Russian words for
you rageat describing physical and

personality characteristics. This
warksheet will help you think
about why it's important to learn
physical and personality
characteristics in Russian. The
worksheet will also ask you how
you plan to learn these words.

1. Imagine yourself in the Soviet Union. An-American friend who has
already been to the USSR has given you the phone number of a
Russian friend. You have never met this person before. You call
her up and agree to meet her in downtown Moscow on Red Square
in front of St. Basil's Cathedral. How might Russian adjectives
describing physical appearance help you in this situation?

o Think of other situations in which words describing physical and
personality characteristics are useful to know. The situations
can involve speaking, listening, reading, or writing.

1.




3. Here are some examples of ways to memarize words describing
physical and personality characteristics. Check off those which
you think will help you learn these new Russian words.

o0 0 0000000

Say the words at different times throughout the day.
Concentrate on how the word sounds.

Picture how the word is spelled in your mind.

Group similar words into categories.

Make up sentences using the words.

Picture in your mind what the word means.

Say the word when you see a picture of it in a magazine, on
TV, on the street, in school, etc.

Associate the word with your personality, scmeone you know,
or your favorite musician, actor, etc.

Associate the Russian word with a similar word in English.
Imagine a situation in which you would use this ward.

4. There are lots of other ways to memoarize Russian words. What
are some of your favorite methods? Write down at least three.
You can refer back to your worksheet for mosTopeHue.
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V.

RUSSIAN LANGUAGE LEARNING STRATEGY INSTRUCTION

008 yduTens
KUBOTHBIE
Mpynnuposka (Grouping)

Remind students that with each theme you
introduce related vocabulary and phrases. It is
easier and more useful to learn related words
in groups because you usually use the words
together and you can create mental links in
your mind between the words and phrases.
These links help you recall wards from
memory.

Write the strategy rpynnuposka on the board.
Tell students that although you introduce the
words in groups, it is important that students
regroup the words in ways that are meaningful
to them personaily. Hand out the worksheets
for grouping using charts. Go through the first
worksheet as a class. This worksheet is a
model for students to follow.

Have students come up with their own
individual groupings using the worksheet with
the empty chart.

After students have completed the waorksheets
ask for feedback concerning the usefulness of
the strategy (e.g. Do you think grouping is a
strategy which will help you remember words?
Why or why not?).

Georgetown University
Foreign Language Resourcs Center 3 3 G
)
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MK “Yucno:

XKmnBoTHHIE
FrpynnmposKda

Kakoe 37O MUBOTHOE?

|OHa Bonbluas.

wepebErok

[OHa MuBET Ha @uDMe. |

[OHa BhicTpo Beraer.

[OHa rosopuT U-ro-ro|

Georgeown University 0
Foreign Language Resource Center 3 3




Capitulo IIT Péoina I9

Nombre: Fecha:

Hoja de Trabajo 29
La Bola de Cristal - Prediction

Sometimes you can help yourself understand Spanish better by thinking about
what you might hear before you actually listen. Then you listen especially for the
words you predicted. Knowing in advance what will happen, in other words, what
you will hear is what you will be doing in this strategy. That is why it has been
called La Bola de Cristal, so you may remember it's about predicting.

Here's a chance to practice Predicting before you listen. You are going to hear 10
sentences about the weather. Which picture below matches the description you
hear? Before you listen, take a minute and look at the pictures. What weather
words or clothes words would you expect to hear, given these pictures? Work with
a partner and make a list under each picture.

Picture A Picture B

1. 1
2. 2
3. 3
4. 4
Sparnish Learning Strazegy Instruction 10111191
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Capitulo I Pégina 20 ¥

1. 1. l‘
2 2 |
3 3 \
4 s !

Now listen to the 10 sentences. Mark the number of the sentence under the correct ‘
picture. Remember to listen for the words you predicted. This can help you match !
the sentence to the picture. ‘ \

Picture A Picture B

Spanish Learning Strategy [nstruction 1011191
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Capituio I

Pégina 2l

Teacher's Guide
Prediction Lesson

Introduce Predicting: Explain to students that when you

listen to a person speaking in your own language, in many
situations you can bé one step ahead of the speaker. For
instance, have you ever found yourself finishing someone
else's sentence? You can predict in Spanish too.
Predicting can help you understand better, because you are
anticipating the information. Try to predict as much as
possible in Spanish. Do it consciously! [t helps to write
down your predictions.

Give students a few minutes to write down their predictions
based on the pictures.

Say to students: Now listen to the 10 sentences. Mark the
number of the sentence under the correct picture.
Remember to listen for the words you predicted. This can
help you match the sentence to the picture.

1. Hace frio en el otofio.

Hace mal tiempo. Liueve.

'En el verano hace mucho sol en Virginia.

No me gusta el inviemno. Hace tanto fric.

U < T

Cuando hay nieve, llevo botas y bufanda.
Llevo el impermeable, porque liueve.

Hace buen tiempo. Voy a nadar y jugar al tenis.

® N oo

En marzo y abril hace viento en Washington.
9. En Arizona hace mucho calor.

10. Me gusta esquiar en el invierno.

Teacher's Notes

Spanisn Learning Straregy Instruction
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Capitulo III

Pdgina 17

Nombre:

Fecha:

Las Cuatro Estaciones
la primavera
el verano
el otofio
el invienio

,Qué tiempo hace?
Hace fresco.

Hace mal tiempo.
Hace czalor.

Hace sol.

Hace buen tiempo.
Hace frio.

Nieva.

Hoja de Trabajo 28

La Pandilla visualiza y escribe ...
Vocabulario Relacionade

Llueve.
Hace viento.

La Ropa
el suéter
las botas
los guantes
el sombrero

el traje de bafio
la bufanda

el paraguas

el impermeable
el abrigo

Forme nuevos grupos de palabras relacionadas. Escriba un titulo para cada grupo.

Sparush Learning Stracegy Instrucsion
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Capitulo ITT Pdgina I8

Do you think the strategy, L.a Pandilla, is helpful?
¥ Why or why not?

Spanish Learning Strategy Instruction 3 4 3]
Q




Capitulo [TI

Pdgina 19

Teacher's Guide
Hoja de Trabajo 28

1. Use after textbook page 121.

2. Hand out Hoja de Trabajo 28. Explain to students that they
are to make their own groups of the words and
expressions, and decide on a title for each group.They
should visualize the groups in a context that is meaningful
to them such as favorite items of clothing wormn in
different seasons with the expressions associated with
those seasons.

3. Have students complete the worksheet individually, then
discuss and justify how they grouped the words and
expressions. ‘

4.. Have students answer the questions on the second
page of the worksheet.

Teacher's Notes

Spanish Learning Strategy Instruction
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APPENDIX B.2
SAMPLE LEARNING STRATEGIES LESSONS
INTERMEDIATE LEVEL (1992-1993)




Teacher's Guide
PyccKkas ckaska
LHapesHg-~-Asrvwuka

(Begin the reading activity by leading a brief
general discussion of fairytales.) Today we
are going to read a Russian fairytale. The
fairytale fits into our theme "Souvenirs"
because. it is accompanied by a Palex folk art
drawing and because this story is a part of
Russian folk art. Before we read, let's think
about what we already know about fairytales.
How do fairytales usually begin in English?
The Russian equivalent for "once upon a time"
is «wumn-H6bvia». What are some typical
characteristics of fairytales? (You can give
students ideas such as who are typical
characters-kings, princes,and princesses....,
how do fairytales usually end-happy or sad?,
etc.) Recalling what you already know about
fairytales helps you prepare to read.

(Introduce the title of the fairytale and the
main characters. Go through the vocabulary
list.) Now that you know the title of the story,
the main characters, and some of the
vocabulary, you probably have some ideas as to
what the tale is about. In the chart, under the
column "Before reading" make 3 predictions of
what you expect will happen in the beginning,
middle, and end of the tale. (You may want to
give students the option of writing their
predictions in English or in Russian. The more
advance students may be able to write in
Russian.)
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Teacher's Guide
Pycckas ckaska
LapeBHa-Aaryuka

As you read, check o make sure you are
understanding. You can create a mentsl picture
of what is happening. For instance, based upon
the title, | see a frog dressed up as a princess.
Your mental image can help you see if you are
understanding. You can also check your mental
image against the knowledge you already have
about fairytales. Ask yourself: Is this making
sense, based on what | know and have read in
fairytales?

(Put the transparency "Problem-solving” on the
overhead.) You will probably encounter words
you don't know in this story. Don't panic!
There are certain steps you can take when you
don't understand a word or phrase. {(Then go
through the steps on the transparency. also,
ask students to circle words they don’t know.
After reading, you can ask students for these
words. Then take students through the
problem-solving steps to see if they can figure
out the meanings of the words themselves.)

Now that you have read the story, write
summaries of the beginning, middle, and end of
the tale in the chart under the column "After
reading." How do your summaries compare to
your predictions? Are there any similarities?
What was different? Do you think your
predictions helped you understand the story
better?
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HMmMma: Ymcno:

Pycckas ckaska

ugDQBHQ—ﬂSFELUKQ

. YTo Bbl YXe 3HAeTe O CKAIKAX?

[l. dedtcTevViowlume auud:

LUapb-oTell
3lJGpeBMMO-6pOTG:CTGprﬁ,CpeﬂHMﬁ,MﬂG£MUMH
borarag HesecTd

BeAHAs HesecCTdA

LUapeBHA-AArYLKA

crosqg:

YK
cTpe Nl
ABOP
bofoTo
Ban

BoraTtoifi=56e aHblA
KpAcKBbif=t{eKp ACHBbIA

HARTU-HaauTe!
YrAacTb-yrnagéT, yrnasn, a -
rMonMMAaTb-NonMana
BeCesIMTbCH

BpaTb/B3ATD




MMs: “YUcno:

UopceBHAQ-ASAIYUHIKG

Based on the list of main characters in the story, your vocabulary
list, and the folk art picture, write three sentences describing what
vou predict will happen in the beginning, the middle, and the end of
the fairytale.

Before Reading After Reading

B Havane

B cepeauvHe

2 KoHLle
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Nms: Ymes1o:

Pvccecxaa cKaskd

. YnTanTe CKA3KY!

UapeBHg-AACYUIKd

Wun-6oi1 uapb. Y Hero Hban 3 chHa-uapesuda.
OAHQ¥Ab Lapb CKA3A/l AeTHM: ManTe U HalauTe cebe
WeHy. LapeBudn pewnan B3sTb ayK W cTpesnb U Kyad
YOO ET CcTpesia TAaM BynseT wmx ¥eHa. Y CTAplWero cChiHd
cTpena ynana Ha foratoit agop. TaM HKAd foratas, HO
HeKpAacWBas HesecTa. Y cpeaHero cbiHd cTpena ynanda Hda
FeaHbll ABOP. TaM XMUAQA KPpACKMBAR, HO feaHas HeBeCTA. Y
MAQALero cbiHd, MBaHa-Lapesnud, cTpesa yrasa B fonoTo.
TaMm eé& morMana A\rywKa 1 ckasasid «$l T30S HesecCTd.»

Beuepom Bbin Basi. Bce BpaThs AOMKHL Bom BoiTs €
HesecTaMM. MBAH -LAPSBUY HE XOTEN fpaTh ASryWKy Ha Ban
U fnakan. Ha Ban npuunan MeBad-uapesurd W ARryukd=
LepeBHa. Ho BApYyr HeBecTa MBaHa-UApesnHa chbpocumna
C30K ASrylleubto KOXY. 3TO Bbi1a He AAryWKda, a odeHb
oueHb KpacuBas LiapesHd. OHa cKkazana «$ HesecTda MBAaHdA-
ucpesuual dasanTe BecCesInTbCHA

BOT U CKA3Ke KOoHell, a KTO caywan, mosnogeut!

IV. Write three sentences summarizing events in the beginning,
middle, and end of the siory using chart on the previous page.
How do your summaries compare with your predictions?

Which part of the story does the picture best represant?
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Problem—Soluing Steps

Ihat you can do if you do not understand a word or phrase:

Make an Educated Guess:
4 based on what has already happened in the story.

¢ Dbased on your predictions and what you already know about
fairytales.

4 based on the structure of the word (e.g.is it a noun, verb,
adjective, etc.)

4 based on what you see in the picture.

Continue Reading

¢ The meaning of the word or phrase may become clear later
in the story.

4 The meaning of the word or phrase may not be essential for
you to understand the story.

Ask Questions
4 Ask your teacher.
+ fAsk a native speaker.

4 fAsk a classmate.
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LESSON 1 TEACHER’S GUIDE
Approximare fime: 25 min.

In learning Spanish, it's not enough to just give "right answers.” Good learmers
are also aware of how they go about completing tasks. From now om, we're going
to focus on how we learn by asking some important questions. |

[Pur up jPIENSA! overhead.]

To help us work through these questions, I have a brainstorming activity. We're
going to take some time (0 think and talk about the things you do when you read,

listen, and study.

(1) Break class into 3 grouvs.

(2) Give 1 of the 3 brainstorming Sheets (the ones in boxes) to each group.

(3) Assign a group recorder. -

(4) Direct students to brainstorm according to their particular sheer.

(5) Have groups share ideas while you write them on poster paper (or overhead).
[Save these responses jor comparisons with responses later in the year.]

(6) For final brainstorming sheer [with lightbulb], have students respond as a
whole class.

(7) Distribute "Vocabulary Learning Strategies in the Spanish Language Class":
I can see you're already using some techniques to help yourselves learn.
Here is a questionnaire about different techniques some people use to Jearn Spanish
voczbulary. Go through this questonnaire and tell how often, if ever, you us¢
these techniques. At the end, add some of the other ideas you came up with.

[Collec: complered questionnaire and remrn to us when convenient.]

We've been talking about things you do to help yourselves learn Spanish. The
questionnaire you just completed may have listed some techniques you’d never
thought of before. These ways to learn better can be thought of as strategies.

[Pur up overhead: ;Qué es una esrategia?]

Strategies are things you think or do to help yourself at each stage of @ learning,
reading, or listening task. This semester, in addifion to learning the Spanish
languzge, we'll also be talking about & group of strategies that will help you deal
better with new tasks.

v ueesret
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{PIENSA!

;Como aprendo?
;Coémo puedo aprender mas?

;Como puedo aprender mejor?
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BRAINSTORM

What do you think or do to help yourself while you read
or hear the following kinds of assigned tasks?

English Spanish

Fiction:

for example, a
story Or poeml

Non-
fiction:

for example, a
newspaper
article or
textbook passage
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LESSON 3 TEACHER’S GUIDE
Tne objective of rhis lesson is to inmroduce sﬁdenz‘s to thinking aloud.

Today, I'm going to teach you how to think aloud. I'm going to start
by giving you an example of what thinking aloud is all about.

Think aloud for swdenrs, while reading "Como usar Mejor la Lavaropa”. You
mighr want to look over this passage ahead of time and think abour how You are
going to do your rhink-aloud. Though it's not as spontaneous as your narural
thoughr processes, it might allow you to cover more of the Sirategies and feel more
.comjortable. Whether you plan to think aloud sporuaneously or develop a script,
" refer to your workshop packets and notes to remind you of the kinds of things ro
include in the think-aloud.

Thinking aloud is the process of verbalizing your thoughts as you go about
completing 2 language learning task. You may be wondering why it’s important
to say your ideas or your thoughts outloud. There are a number of reasons why
thinking aloud is helpful:

First, it helps me see how you go about working through

a2 problem or comizng up with an answer. It also lets others
in the class get 4 glimpse of the processes which go on
inside your head which we normally can’t see; in the process, you
can provide valuable insight into solving problems for other
classmates.

Second, it helps you and others learn about your own
thinking processes. When we tzlk about being strategic,
we’re not just concerned zbout coming up with an answer,
we're also interested in the process by which you've arrived
at an answer-—particularly since there is usually more
than one way to solve a problem or answer a question!"

Third, it builds awareness. It, hopefully, with practice,
makes you more aware of how y~1 go about speaking, reading,
Or remembering. When you think aloud, you may become more
aware of what sirategies work under which circumstaaces, and
when choosing another strategy might be a good option.

Finally, it helps you check your own understanding. If

356




you can't think aloud, it's 2 good sign that you didn't
understand something and that you should go back and reread,
ask a question, or try another strategy.

Now you're.going to get a chance to practice thinking aloud.
Teacher breaks students info pairs.

Each pair is given a cupy of the text "Juntos Hacia el Futuro”.
Students take turns thinking aloud as they read a paragraph ar a time.




